9y = (2 9 :ﬁ’ Aq ¥ [ a ua 9 Y
Wa"ll’E]Qﬂ'lﬁi‘lfﬂﬂ!iﬂuﬂ'l‘kl'l’ﬂ\iﬂqyLLUULN‘L!L‘L!’E]?i'l‘ﬂGl,“IfNﬁiJNﬁ'luﬂﬂﬂ'lul]j‘]ﬂﬁu‘U‘U!quﬂiﬂﬁiN

P put Y Y :i‘ C4 v A o =2
"l’JfJ'lﬂimTliJ@]ﬂﬂ’J'Ill:ilﬂ'l‘L!L‘L!’t'J‘H'ILLﬁ%ll’)EJ'IﬂiiLl"ll’ENuﬂLiEJuiJ‘EfliJﬁﬂ‘H'lﬁ’E]uﬂa'lfJ

AULINENINYINS

ARSI

2088

a @ I ' a o
AUV MITDUNMBIDING Y Aumenadszmea madn nangag ﬂ'liﬁﬁ]ulLﬁmﬂﬂiuiﬁgmiﬁﬂ‘ﬂ'l

4 4 a [
AUSATATAT YWIAINTUUNIINGIAY

AUmsdnm 2553

a a £ J a @
AVANTUYDIPNIAINTUUNIINGIQY



EFFECTS OF CONTENT-BASED ENGLISH LESSONS INCORPORATING FORM-FOCUSED TASKS
ON UPPER SECONDARY SCHOOL STUDENTS CONTENT KNOWLEDGE

AND GRAMMATICAL KNOWLEDGE

AULINENINYINS
PR T TATTAETA Y

for the Degree quaster of Education Program in Teaching English as a Foreign Language
Department of Curriculum, Instruction and Educational Technology
Faculty of Education
Chulalongkorn University

Academic Year 2010

Copyright of Chulalongkorn University



Thesis Title EFFECTS OF CONTENT-BASED ENGLISH LESSONS

INCORPORATING FORM-FOCUSED TASKS ON UPPER
SECONDARY SCHOOL STUDENTS' CONTENT KNOWLEDGE
AND GRAMMATICAL KNOWLEDGE

By Mr. Pitaya Thipwajana
Field of Study Teaching,E ’ jlish as a Foreign Language
Thesis Advisor OIS

—

Fulfillment of the Requifmeafs iulife Maste

THESIS COMMITTEE

Accepted of Equaation, Ghulalengkorn University in Partial

(Professe

(Assistagit Brofessor Chansgpgklod Gajaseni, Ph.D.)

ANENEYINENT

«Thesis Advigar

amﬁmma" 1INYIRY

-
(Assistant Professor Apisak Pupipat, Ph.D.)

External Examiner




v

fingn Fndaun: navaantsldunGeuntsanguuunciuiieniliaaana i
ﬂﬁﬁﬁu‘l.l‘l.lI.ﬁutﬂﬂIli""lﬂ"lﬂ"rﬂmmflﬁ‘lﬁ'}"Il-lfﬁ"ﬁ-lLﬁﬂﬁ’mﬂ:‘l’iﬂﬂﬂﬂﬁ"ﬂﬂﬁﬂﬁﬂu
fsunAnwmeudain. (EFFECTS OF CONTENT-BASED ENGLISH LESSONS
INCORPORATING FORM-FOCUSED TASKS ON UPPER SECONDARY SCHOOL
STUDENTS' CONTENT KNOWLEDGE AND GRAMMATICAL KNOWLEDGE) 8. fitfinmn
INtrmiwaEnan 8. az. gl Ayana, 154 Wi

- -4 i ] ! ] -
CRUSRITB LTI LL AR Ty Sl ’ TaidlalanaligFauiRnndm

- : - ) e l - a
latnsafiniin AewRiiulfassasa WﬁqnmmuaLﬂumuiﬁmwﬁm'lﬂ
; Koo &
nannalwisaGeuniinisas . AU PABYIIMESELTRLNA N TRTUAS

Taennsniatnafilse@vsnaw

/ AT Ruuuniulpsaaialagnenl
PR x / // \\‘\\:, - -
TutiasiFauniinisaeuiuuni, FRBNULLLMEFEUN BN S

& -
wuywhaiev v dnanna iy ! JHLATIAT {: m'Tnﬂuﬁ'ﬁqﬂr"mimﬁinmnﬂ
seaumFrunerdangqeuanniledidliagtiandn 7 iPuuihilaseailagnsafiise
.-"r - - : ’ 4 [ i - =
Assufidenuazlagnsalye gEAUIaENANT \ nlae neusetelunsidtae

UniFeudulsandnein 5 Taadey i ARTIRA 1N 45 Ay (riapslieTldlunnsaeuldun

unFeuieafudmusssatasiu (rfnaenliiudeyaléun wimasey

L
mﬂufmamun:uuuﬁnn ag1v g TneldanReAT

uan73seaq D
Tﬁi‘«:ﬂ?'ﬁhmnmﬁﬂﬁmw@q e
uuﬂmﬁmmmnmm,i’u 05 ¢ o

ﬂumwﬂmwmm
Q‘W’W&Nﬂim AN Y

e At iRk

- 2
1 n%lﬁunﬂnmnﬂuﬂmquuamq

. =
mAde winges nsaeu wazmahlainsAng  aefledelldn...... = i

2177717 NEaeMERnglun A sEmA atiiedes. mﬁnﬁ“nﬂmuﬁuﬁmnw ?"f'“ﬂ-l
nefnmn 2553,



# # 508336927: MAJOR TEACHING ENGLISH AS A FOREIGN LANGAUGE
KEYWORDS: CONTENT-BASED INSTRUCTION/FORM-FOCUSED TASKS/CONTENT
KNOWLEDGE/GRAMMATICAL KNOWLEDGE /SIX-T'S APPROACH
PITAYA THIPWAJANA: EFFECTS OF CONTENT-BASED ENGLISH LESSONS
INCORPORATING FORM-FOCUSED TASKS ON UPPER SECONDARY SCHOOL
STUDENTS' CONTENT KNOWLEDGE AND GRAMMATICAL KNOWLEDGE

THESIS ADVISOR: JUTARAT VIBULPHOL, Ph.D., 154 pp.

Previous studies have shoWe nstruction does not offer students

many opportunities to focus N ldbgu=ge. 11 resBORSE,“Torm-focused tasks have been

B\
&\_

proposed as the alternative wa ed classrooms in order to help

the learners to focus on bot d, however, research study

about effects of form-focuse ruum is rarely found. The

researcher, therefore, condi e the effects of content-based

English lessons incorporatifg |, " secondary schoal students’

\
content knowledge and grammiati \\ tipants were forty-five eleventh

grade students from Banphuepitlayd & {ﬁ{*nu~ \nstfuctional instruments consisted of

course malterials about local gul and lesson plans. The research

instruments consisted of i;ﬂr“-*“*"* Tt i _--“‘-‘ ge test. The data from the
content knowledge tests ang Ir ele e F sing t-test.
The findings revealed tnat content-based Enghsh Iessans incorporating form-focused

R 01+ KL L1 1 (AL <MLL N

of the content knowl@dige post test and the language pcust test were h|gher than the mean

IR TR INYIN Y

Department: Curriculum, Instruction and Educational Technology Student's Signature.... ; ... ' .........
Field of Study: Teaching English as a Foreign Language Advisor's Signaiure.,&-fémp{__hf%-

Academic Year: 2010 ...



Vi

ACKNOWLEDGEMENTS

A big number of people contributed to the success of this thesis, and | would like to
express my sincere thanks and appreciation to them all.

Particularly, | would like to express my gratitude to Dr. Jutarat Vibulphol, my
advisor, whose expertise, understanding, and patience, added considerably to my graduate
experience. | appreciate her vast knowledge and skills in many areas. My thesis would not
meet the success without her consiructive guigance ana-eontribution. 1 would like to thank
the other members of my committee, Assistant Professor Chansongklod Gajaseni, Ph.D. and
Assistant Professor Apisak Pupipat, Ph.D . for tflieir encouragement, feedback, and suggestion

which help me fine-tune my thesis 5 ;

Additionally, I am very grateful'to my-instructors and Chulalongkorn University. My

appreciation expresses to Assoglatg F'"‘roféssor :Sfprﬁitra Angwatanakul, Ph.D., Associate

Y g

Professor Sumalee Chinokul, Ph.D!, Agsistant Professor Apasara Chinwonno, Ph.D., and Dr.

Pranee Modeheran, who contributed the Valuable g:u"ia'éth‘ce during. my study.

il

| also would like fi;_féxtend my heartfelt gratefulness _t__‘_(‘j__:Ajarn. Orapin Nasawang,
Ajarn. Warangkana Chinnapas' for their helpful suggestions on-the instruments used in this
study. Also, | greatly-appreciate my colleagues in- Depariment.of Foreign Subjects Group,
Banphuepittayasan School particularly, Ajarn. Chaveewan Teepsawang, Ajarn. Panthong
Siriarayapan, Ajarn. Patcharee Prempree, Ajarn, Laddawan Noinarimy and Ajarn Jiamjit
Kotchompoo for their sincere support and continuous incitements to persevere.

Above all, | would never been a graduate student in this program and never been able
to be successful without the great, unfaltering, and unending support from my beloved

mother, Mrs. Surajit Thipwajana.



CONTENTS

PAGE

ABSTRACT (THAL. ..o oo, iv
ABSTRACT (ENGLISH). ..ottt v
ACKNOWLEDGEMENTS. ... e vi
CON T EN T S e vii
LIST OF TABLES.........cocoveve.. W 17 P i
LIST OF FIGURES .............. - — e PP Xii
CHAPTER | INTRODUCTION#. & £ 00 b ’._ ........................ 1
Research Questions..... & ¥ -.-- $ AW P T EPp 3
Research Objectives... 4 4 > , » AN 3
Statement of Hypothesis. 4.. 4. .. Byl -'-_ "\ YHUUUUUUURRUURURRRRRRRR 3
Scope of the Study..........0.... (= ,' T N o 4
Definition of Terms... .. .o G 4
CHAPTER Il LITERATURE F A0 T 6
Content-Based Instructlcp Bl 6
Chara@,uﬁjéa ng ‘V]ﬁw gANQ. :

oV 9
ﬁ%iqm.wmmaﬂ .......... :

Adjunct Model.........oooi 9

Themed-Based Model............cooooiiiiiiiii s 10

SIX-T'S APProach..............ccccoviiiiiiiiiiiiiiiaiiiians 10

Implementing the Six-T's Approach.................. 12



PAGE

Team-Teach Approach.............coooiiiiiiii i 15
Skills-Based Approach............coooevviiiiiiiiiiiieeeene 15
Assessment of Content and Knowledge inCBI......................ooeei 16
Related STUAIES. .....o.onii e, 17
23

24

25

27

28

29

31

34

38

: 41

' /Language 43

Related Studiem ..................................... lT] ......................... 47

e ATET NS
Content-BasedInstruction.................. IS 50
QR BT L B
Content Based INStrucCtion...........cooiiiiiiiii 50
Steps of Incorporating Information Gap Tasks

in Content-Based INStruction................cooiiiiiiiiiiiie 51
Related STUAIES. ... 53

SUMIMI Y ..o e e 56



CHAPTER 1l RESEARCH METHODOLOGY .....ciiiiiiiiiiiiiiii e

Research Design..........ooovviiiiiiiii e
PartiCIPants. ..ot

INSETUMENTS. ..o e ettt ettt e

Instructional INStrUMENtS. .....eeee e

Course Material LU T 7 7

Lesson PlanSmmemr . . ..o ..

CHAPTER IV FINDINGS .......coifioo e e e
Research Question y‘ \J e
Research Question 2. <. ................. e m .........................

ALY ANYNITNYN

P)

CHAPTER V DISCUSSION AND CONCLUSION..... ... coeeeeiieiieiieiieeiieeine

sy RORIN S URIINUIRE

DS CUSSION. e e et e e,

Pedagogical Implications..............c.ccoovviiiiiiiiiiiiinnn..

Suggestions for Future Research Studies................cooiiiiiiiiiiiiee,

Limitations of the Research.......ooeeoieiie e

CONCIUSTON o e

59

59

60

61

61

61

71

77

77

78

79

80

81

81

88

[0}

8

90

95

97

97

98



REFERENCES. ... e,
APPEN DI CES . ...
Appendix A: ALong Range Plan...........o.oiiiiiiiiiii i
Appendix B: A Sample Lesson Plan......... .....oooooiiiiiiiiiiiiiiiiiiie,
Appendix C: An Example of Cou : / ...................................
Appendix D: Test Specificati | SRR
Appendix E: Content Kn o e e
Appendix F: Test Specificaiir | -. w. ...........................
Appendix G: Language Test.. 4. 4. o\ | I RE PN PRI
Appendix H: Needs Analy. .- STUTTSTTRR
Appendix I: Result of Nee v 4 1 Al R,

Appendix J: Raw Scores of
and Language T¢ el o N

—

Appendix K: A List l"‘— 0 D Interview...........

Appendix L: A List of Emyerts’ Names of Instruments. .. m

AUYANYNTNYNS

BIOGRAPHY.......... . | U TR

AN TUNNINGAY

PAGE

99

155



Xi

LIST OF TABLES
PAGE
Table 3.1: The Course Materials Designed Based on the Six-T's Approach .............. 63
Table 3.2: The Topics, Linguistic forms and Form-Focused Tasks Used
INthe LeSSONPIANS ... 68
Table 3.3: Task Transitions among topics inthe themes...................coooiiiiiinns 70

Table 4.1: A Comparison of Overall Me ._ : e Pre and Post Content
Knowledge Tests.......... Ml ..... A i, 82
Table 4.2: A Comparison of Overall Mean Scores fr@nd Post of Eight

Topics of Content

Table 4.3: A Comparison of @ s frof ‘\\ :
language tests..... . 4 4 L . ......................... 85
Table 4.4: A Comparison of Ove res't 2 Pretest and Posttest

of Eight Linguistic Fo ' ’ \ edge. ..., 86

T
AU INENTNEINS
RINININUNINYAY



Xii

LIST OF FIGURES
PAGE
Figure 3.1: ReSEarCh DeSION. ....vitit e 59
Figure 3.2: ReSearCh ProCEUUIES. .......o.viuiiti e 60
Figure 3.4: The teaching steps of the content-based English lessons incorporating
form-focused Tasks ....... | B 73

[ yl‘ .
..I

AULINENINYINS
ARIANTAUIM TN



CHAPTERI
INTRODUCTION
Content-Based Instruction (CBI) has been defined as an alternative language
approach that focuses on accommodating learners to develop competence in a second
or a foreign language while they acquire the knowledge of a content subject. The
popularity and actual applicability of Confent Based Instruction has expanded

substantially for several.decades and «t has-been put into practice in a variety of

—

-~ t
language learning cont?@vels (Stoller, 2002).
As reflected in C f?nt nati_ogal curriculum in Thailand, English is seen as

-
4
-l

-

a medium for commupi€ation it .I‘earﬂ other subject areas. Content-based instruction,

as recommended in the/Basic ducatlon Gore Curriculum B.E. 2551, is therefore an

f4
Ad W

approach suitable for English cla§ses in J hailand. Content-based instruction can

"f
especially appropriate for scheﬁls sﬂuate& in the communities possess rich

4’“‘ —

information about natural resources cultural herltages Ioﬁal wisdom, and agricultural

| S

products for the studet’its. This information about the Iogétljcommunity can be used as
the content in Engliéﬁ; classes to promote students’ interests in learning English
because the cortext links to students” lives (Kujawa and Huske} 1995).

The activities employed in eontent-based elassrooms are primarily specific to
the subject'matterbeing taught, and are used to stimulate-students to.think and learn
the content of the subject matter through the use of the target language and authentic
materials (Richards and Rodgers, 2001). In content-based language teaching,
therefore, content knowledge is given more emphasis than linguistic forms. According
to Harley and Swain (1984), they found empirical evidence to support this argument

that the students in content-based programs in their study did not develop the



production of the expected linguistic forms after years of meaningful exposure to the
language. According to Eskey (1997) and VanPatten (1990) when language and
content are presented together, learners will generally pay attention to content over
form particularly for learners at low levels of proficiency. Consistently, Ellis (2003)
and Leowen (2004) discussed that the,nature of content-based programs may lead
learners to focus on content and to be less a\l\’/’af’eaei linguistic forms.

Previous studies -have-apparently shown-that content-based instruction does
1

not offer students mar;,joytumtles Ito focus on language. Researchers thus turn
ys4to

their interest to search help stu&)ents focus on linguistic forms while learning

the content in contenibas d classreom—-*ln response, several studies (Ellis, 2002;
Long, 1991; Lyster, 2004 IC 2002 Rc&dgers 2008; Spada and Lightbrown, 2008)
have explored ways to pr mote language“learnlng in content-based classroom.

Findings from previous studles %quka anéﬁfamamoto 2004; Pica, 2002; Rodgers,

""\. =

2008; Spada and nghtbrown 2008) revealed that Ferm-Focused Instruction (FFI)

J.”

could be incorporat‘éd' -into a curriculum organized aroghd subject-matter content to
enhance the productio'ﬁ"‘of linguistic forms. By incorpo'r_éting form-focused tasks into
content-based instruction, learners were found -to improve their production of
linguistic forms throughout the semester (Loewen and Philp, 2006; Lyster, 2007;
Norris and Ortega,2000; Spada, 1997).

However, several research studies (Lyster, 2007; Norris and Ortega, 2000;
Spada, 1997) have highlighted that the effectiveness of FFI can be influenced by
differences in settings, learners and program goals. These conditions make it difficult
to generalize findings across a spectrum of instruction. In Thai context, there has been

a limited research study exploring the effect of form-focused tasks in content-based



language instruction. The present study was designed to incorporate form-focused
tasks in content-based instruction. This study, as a consequence, investigates whether
form-focused tasks can be effectively incorporated in content-based English
instruction in an EFL context as Thailand.
Research Questions

In order to investigate the effectw/en:ese of content-based English lessons

incorporating form-focused-tasks; the 40II0W|ng research questions were posed for
— . ‘

this investigation. m7 S
1. How do content- é,eql English lessons. incorporating form-focused tasks

affect students’.€ontent

2. How do contéent-ba d Enghshxlessons incorporating form-focused tasks

Objectives of the Study 'T ::-

1_;"\: | =

The objectlves;of the present study were as follows:

— od

1. To exanTrr{g‘the effects of content-basedwlﬁrgf‘ish lessons incorporating
form-focusgé tasks on students ’content knoﬁedge.
2. Toexaming- the effects of content-based Englishi lessons incorporating
form-focused tasks on students” grammatical knowledge:
Statement of Hypothesis
As Pica (2002, 2005) and Pica, Kang, and Sauro (2006) stated that
incorporating form-focused tasks into content-based classroom could enhance
learners’ content knowledge and grammatical knowledge and Rodgers (2008) claimed

effectiveness of form-focused tasks in content-based classroom, the researcher,

therefore, stated the hypothesis as follows.



1. The mean score of the content knowledge post test will be higher than that
of pretest at the significant level of 0.05.
2. The mean score of the language post test will be higher than that of the pre
test at the significant level of 0.05.
Scope of the Study

In the present study, the population aﬁd’}he variables were the followings.

1. The population ,_,f,IhIS study vYas upper secondary school students in

Thailand. /'j _ S

2. The varlables In tudywere as follows:

/

t varraj)le was content-based English lessons

& a".i
incorporating formfocused tasks (CBli+ FF1).

# e

Dependent varrables{:te;/e content knowledge and grammatical

a,_. il

s

e

knowledge. e 7=
Definitions of Terr'ﬂs’lL J
Yy o

For the purpose of this present study, key terms are defined as follows.

LR

1. Content-based English lessons incorporating form-focused tasks

In this present study, centent-based ‘English lessons incorporating form-
focused=tasks grefer ~to.~a jset | ofy lessonsy that jaimed, te jpromote both
understanding of content knowledge and grammatical knowledge. The lesson
plans used in this study consisted of six steps of teaching: reviewing contents
and forms, initial exploring of contents and forms, practicing form-focused
tasks, considering contents and forms, recalling contents and forms, and
comparing and identifying contents and forms. The contents used as the main

themes in this study were about local cultures in Banphue, Udornthani. The



course materials were designed based on the Six-T’s Approach by Stoller and
Grabe (1997).
2. Content knowledge

Content knowledge refers to the understanding of the information

about Phuan ethnic group a Phrabat Historical Park learned from the

lessons. This content k ( ved by the scores obtained from

knowledge g\ms observed bv. E i from the language test

4. Upper second‘ary school students

@%d%o’da‘ﬂc&i AT e o s

Grades 10 12 (Mattayomsuksa 4-6) in Thailand.

ARIANN I IR1INYNA Y



CHAPTER 11
LITERATURE REVIEW
This research investigated the effects of content-based English lessons
incorporating form-focused tasks on upper secondary school students’ content
knowledge and grammatical knowledge ‘Iof upper secondary school students. Some
related literatures and research studies aré/r’q\?{e;\_/’ved to provide background for the

study. The topics reviewedsii-this study-include:

_— |
1. Content-Based I?K(CBI)S
2. Form-Focused ydub.n (FF1) =

i

3. An Incorporatiga’of For _Focused Instruction into Content-Based Instruction

. #
’ )

(CBI+FFI)

Content-Based Instruction - s

Content-Based Instruction (CBI) isﬁéthod of teaching language and content
Bl -

occurring at the saméjtime. In this approach, the Ianguaée,-is utilized as the medium
Wy A
for teaching subject. CBI has received increasing attentron because it allows schools

to combine the goals of language curriculum and the regular curriculum, making
language learning the vehicle for strengthening the_language skills as well as content
knowledge, (Echevarria, 2000).. Mohan (1986).indicates that the goal of integration in
CBI is bgth language and content learning. Content-based classrooms are not merely
places where learners learn a language but places where they gain an education. In
addition, Genesee (1994) suggests that CBI is an integrated approach bringing
learners’ language learning as well as cognitive, academic, and social development

together.



In brief, Content-Based Instruction is an approach that allows students to learn
language through the subject matters. Students are required to acquire language while
learning the content.

Characteristics of content-based instruction

Content-based instruction (CBI) bases its rationale on the premise that
students can effectively obtain both Iangua@e» and subject matter knowledge by

receiving content input.in-the target' language: Although it has been recently

— |
recognized by influentjal,aﬂ”/aﬁ such as Rodgers as “one of the Communicative

Language Teaching spin- :ﬂ,approa_chcs”_ (2001), seme authors contemplate the

L
.l

-

paradigm within an even wicle ""p "rspactive. According to Stryker and Leaver (1997),

for instance, CBI is a irulya hOl-lStIC approach to foreign language education ...

AR A
v i

(which) can be at once a hllosgphlcai @rlentatlon a methodological system, a

= ==,
syllabus design for a smgle ceafse or:a,—?ramework for an entire program of

4’“‘ —

instruction. The beneflts of the approach are directly or mdlrectly associated with an

extensive body of réséarch from a variety of fields. Stroﬁg empirical support for CBI
can be found in secé_r'i"d language acquisition research, in training studies and in
cognitive psychiology, as well as in-the outcomes decumented by successful programs
in a variety of contexts and levels @f instruction.{(Adamson, 1993;; Dupuy, 2000). A
synthesized through accurate’ revisien: of ‘the benefits.perceived.in view of the
different areas is included in Grabe and Stoller (1997). Grabe and Stoller (1997)
suggested characteristics of CBI as follows.

1. In content-based classrooms, students are exposed to a considerable amount
of language while learning content. This incidental language should be

comprehensible, linked to their immediate prior learning and relevant to their needs.



In content-based classrooms, teachers and students explore interesting content while
students are engaged in appropriate language-dependent activities. The resultant
language learning activities, therefore, are not artificial or meaningless exercises.

2. CBI supports contextualized learning; students are taught useful language

that is embedded within relevant discourse contexts rather than as isolated language

r

fragments. (Thus, CBI allows for explic‘i{ff[a-nguage instruction, integrated with
=

content instruction, in a relevantand purposeful-context.

—

3. The use of coﬂe.reﬁf “developed content-sources allows students to call on

their own prior knowledge t é;,arn additional language and content material.

i

- -

4. In content-hased £lassioom; students ‘are exposed to complex information

and are involved in demanding ctivifies \Aﬂjjch can lead to intrinsic motivation.

b o ARk SR g
- R

5. CBI lends itse Il to Strategy/instruction and practice, as theme units

_.? -3

) ) ‘_,"-' -:“‘"-:'q.f ) )
naturally require and recycle impertant strategies across varying content and learning

P g

tasks. o £

6. CBI aII&'vf_é_,greater flexibility and adapta,b'rl‘éty to be built into the

curriculum and activitif"sequences.

7. CBI'lends itself to student-centered classroom activities.

In summary, in a content-based approachsthe activities of the language class
are specific to the 'subject matter-beingtaught, and'are geared to'stimulate students to
think and learn through the use of the target language. Such an approach lends itself
quite naturally to the integrated teaching of the four language skills. For example, it
employs authentic reading materials which require students not only to understand
information but to interpret and evaluate it as well. It provides a forum in which

students can respond orally to reading and lecture materials.



Models of Content-Based Instruction (CBI)

From the review of the literatures, the researcher found that the models of CBI
mainly come from the works of Brinton and Richards and Rodgers.

Brinton et al (1989) claim that CBI has three common models in elementary,
secondary, and university education. These three models refer to the sheltered model,
the adjunct model, and the theme-based mef'del Richards and Rodgers (2001), i

addition to the models proposed-by Briaton et-ai (1989), mentioned two more models

—

- t
which are team-teach ?V&-basedI approach. Both team-teach and skills-based
approaches are also apf/education%l settings.

-

Sheltered Mod

In the shelteredsmodel, the eonteﬁt courses are given by a content specialist

AR A
J‘, i

who is a native speaker targe,f Ianguage to a segregated group of ESL students

_-‘_ =

A
(Brinton et al, 1989). In order tomke thefﬁeltse comprehensible, the instructor uses
.c‘

"‘-—_

a level of language approprlate for the students (Rlchardsﬁnd Rodgers, 2001). For the

same purpose, the "sﬁeltered courses are required to ;hajve modifications such as
carefully selected texté_gnd linguistic adjustments which_help comprehension.

Adjunct®Model

Next, in the adjunct model, a'language coutse and a contentscourse are linked,
sharing the'same objectives and assignments (Brinton et al, 1989).'Students attend the
content course and language course at the same time. The language course
complements the non-native students’ needs in order to be successful in content
course (Snow, 2001). The adjunct courses also aim to help the non-native students
increase self confidence by providing them real life tasks to accomplish using the

language (Stryker and Leaver, 1997).
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Theme-Based Model

The third model of CBI is the theme-based model, where language courses are
structured around themes or topics which are integrated into teaching all skills (Briton
et al, 1989). The teacher organizes language learning activities around these topics or
themes in a way different from traditional language courses in which the topics are
specifically used for a single activity (Snow;/ZOfOil: It is reported by Snow (2001) that

the theme-based model-has-been widely used-in~language courses of college or
|

university level studer;@wr»}d&ﬁerent E;ackgrounds but with a common goal in need

of academic English ski

Brinton et al. (14{) mts out aﬁother type of theme-based curriculum apart

from those organized /by 7ﬂencmg themes In this type, a major topic (e.g.,

AR A
‘.-:, i'

education) may be used‘forian englre coup§e in which the curriculum is organized
J

around more specialized subcﬁwded togjég such as higher education, distant
-

education, and so forth. Another example for a major top|c and its subdivided topics

| S

in theme-based mode"lﬂ-js given by Stoller and Grabe ijt997). They assert that the
organizations of courses such as Introduction to Ling'l]’i'stics or Sociolinguistics are
essentially theme-hased. They mentioned that those cqurses cover topics which are
linked to each other under a theme based en the course (title. For a better
understanding of the organization of @theme-based icourse, they'propose a six-item
outline, which covers the basic components of the model.

Six-T's Approach

The Six-T's Approach is a new approach to theme-based instruction that is
applicable to a wide range of CBI contexts. It has applications both when the teacher

controls content and when content is controlled by a central curriculum plan (Stoller
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and Grabe, 1997). Moreover, the theme-based nature of the approach can be
incorporated into a sheltered curriculum and within certain adjunct programs.

As for Six-T's Approach, it is also assumed that first consideration must be
given to student needs, student goals, institutional expectations, available resources,
teacher abilities, and expected final performance outcomes. When these criteria are
specified, informed decisions c¢an be made }a‘éc_)_‘fut:tﬂe six curricular components which

define the Six-T's Approaeh:-Fhemes, Fexts; Topic-s,r Threads, Tasks, and Transition

ﬂ

(Stoller and Grabe, 1997)/»*” |
1. Themes refemeas ar_otJEpd_which the other components such as texts

and tasks are organiz % ‘aims-of the course, the students’ needs and interests,

t) #
’ )

¥y
& i

and institutional expectatio

FRAD W
.

2. Texts refer to the content'resources which provide sustainment and progress
Tl -
of the plan on the way to achieving-the goals of course.
r e ai ) "
-

3. Topics refento the sub-elements of }najor contedt which help to examine the

L

theme more specifié’aﬂ_y, in coherence, providing a settig{ﬂlkvhere the learners explore

both content and Iangdéi;ge.

4. Threads jrefer to the ties between the themes (providing coherence to the
overall curriculum. Apart from ¢ bridging the, themes, threads also provide
opportunitiesito examine the content and languagedrom! differentperspectives.

5. Tasks refer to the activities through which the instructional skills
appropriate for the objectives of the course are utilized.

6. Transitions refer to the pre-planned activities in order to provide and sustain

the coherency across topics in a theme and tasks in a topic.
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Unlike structural, communicative, or task-based approaches to language
teaching, the Six-T's Approach views content as driving all curricular decisions. A
content-based course following a Six-T's framework must initially be defined by
specifying themes, assembling appropriate texts which will support the themes, and
designing/negotiating a coherent set of supporting topics. Varied and plentiful content
resources (i.e., texts) provide opportunities/Fofr,a—re_levant language learning activities

and strategy instruction. They also provide opportunities to use language and content
1

for meaningful comml::,?purposes The language, strategy, and content learning

activities that are an i part/of thrs approach should be generalizable to a wide
range of text resources

Implementing the Six-T' Approachra

The Six-T's App oa IS, unplemanted to create coherent and meaningful
instructional units for content anet Ianguageﬂearnrng objectives. As the material

4'““

designer, teachers have to understand the step-by-step procedures for implementing

| S

the Six-T's Approachf’“l;lowever, it is important to keep irj“rnind that each instructional
context will impose ifs own constraints on, and oppo’rtunities for, adaptation and
variation.

General steps are sketched aut how one would take to implement the Six-T's
Approach. The steps are presented-in @sequentialimanner, though in.fact the process
is quite fluid and requires planners to revisit and reconsider earlier steps as the
planning process progresses.

The first step requires establishing the content to be, used through theme
determination, text selection, and topic designation. Defining the content of theme

units at the outset as determined by themes, texts, and topics follows from the
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argument that curricular decisions need to be content-driven rather than task or
language driven as a first priority.

The second step involves selecting possible threads that emerge from final
theme, text and topic designations. Related tasks can be developed later at appropriate
times during theme exploration to encourage students to consider these threads, which
will naturally connect themes and add coher{nﬁeig the overall curriculum.

Step three involves.making decisions-aboui-the sequencing of content (themes,
|

topics, and texts) and t\hye'/nbjh’of theme units. Sequencing decisions will largely be
content (€.9., guest speakers, field trips, and special

based on the availab;'/f
events), the relative casé og'd

I ic‘ulty of%asks likely to follow from the content, and

the cognitive demands madg on students as they manipulate the content and carry out
culminating activities. AS a /Imm_atlng tag}g, for example, a theme that lends itself
/ ==
7
easily to a research paper shoufel:be sequeeeed after a theme that lends itself to a

descriptive paper. A theme that Iends |tself to a debaté on abstract issues should

J.”

follow a theme that T’gnds itself to a straightforward Qfal’ presentation of facts and
figures. When making'Eequencing decisions, planners must also consider the evolving
nature of each theme unit as the instructional orientationevolves from more teacher-
centered to more student-centered during the terms

Step four is an ‘additional consideration' totthe extent ofteacher involvement,
knowledge of thematic content, and willingness to learn additional information with
the students. Walmsley (1994) referred to the need for teachers to "bump up their
knowledge," arguing that teachers need to read additional information on designated
topics. Such a commitment builds teacher motivation and enthusiasm, provides

teachers with expanded expertise that students can call on, allows teachers to
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introduce multiple perspectives on the content under consideration, and provides
teachers with additional options for classroom tasks. The extent to which such
"bumping up" is necessary is a question we leave open, but some form of teacher
investment is necessary.

Step five requires the specification of core objectives for each theme unit in

x.!‘

terms of language, content, and strategy Iea{ﬁfpg. This also involves the planning of
=

selected tasks and task seguences to open and-ciose the-unit.

—

— H
The sixth step :/voﬁxﬁe initial design of tasks to carry out the content and
{

;e gpit. éele_cted tasks should emerge from content

-
e
.l

- -

arlarty rlly impesed on them, they should develop students'

language goals of ea

resources rather than

language learning, facilitate th Iearmng of- contént, and model strategies for language

AR A
J‘, i

and content learning. Tasks, |ewed as mteggal parts of a coherent content framework,

_-‘_ = _4.

should serve larger content- Iearnmgand Iaagﬂage USEe purposes.

1.4, Ch _'_i._'_

The seventh Step mvolves the initial determlnanoyf of transitions across topics

| S

and across tasks. Theég should be explicit but kept flexubﬁle so that teachers can take
advantage of studenff'(jenerated resources and othe'r_’unexpected variations that
typically ariselin any complex teaching situation. Transitions will facilitate a natural
and systematic flow of content and tasks from one-day to the next.

The final stage“involvesthe fine-tuning of theme.units‘while'they are being
implemented. When theme units are taught, it is expected that plans will change and
vary as teachers take advantage of students' interests and ongoing input. As each
theme evolves, new topics will emerge that are of interest to students, requiring
teachers (and motivating students) to locate and/or create additional support materials

and tasks. Supplementary resources can give students additional opportunities to
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"bump up” their own knowledge and, in many cases, to engage in a certain amount of
individualized learning. Supplementary resources can also provide teachers with
opportunities to integrate new tasks and transitions into the unit, and to exploit
additional threads as these resources connect the current theme to other themes in new
conceptual ways.

Team-Teach Approach // ’

-

Another models of.Conient-Based Instruction is team-teach approach. Team-
- r

Teach approach is a s;rfla/r;%pplication of the adjunct model in which the content

teacher complements the'la uage teacher by providing materials appropriate for the
objectives of Ianguag rrg aneF needs of the learners. Richards and Rodgers
(2001) cited two examples of he approach one at University of Birmingham based

on the lecture comprehe sr and the vvrggng of exam questions (Shih,1986), and

r* 1‘!

another example from a polytechnie prograaEHh Srngapore where the students take a
-

course designed in orpler to prepare them for writing tasks required for their future

" I

jobs. Y = el

Skills-Based Approach

The last'madel s skills-based approach. Skills-based approach differs from the
models described above. In the language course, using skills-hased approach, the
course IS developed based on & particular academic skill which'isinked to the content
course. The language course complements the academic needs of students in a way
stimulating them. The materials and the content of language course are derived from
core subject content (Richards and Rodgers, 2001).

To summarize, it is found that there are some basic principle that teacher

should follow in order to successfully use CBI. However, there is no single formula
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for its implementation; therefore, teacher are free to select the model which is more
appropriate to their context and to choose content and activities which correspond the
linguistic, cognitive and affective needs of particular up of students. An ongoing
evaluation of the course will dictate the changes necessary to adapt to situations
which are difficult to predict before the course begins.

The applications of curriculum for-/\:\fﬁleh the current study aims to do are

organized on one approach.-of-theme-based model which is the Six-T's Approach. The

—— |
course used in this presgg_t,etﬂ' IS desiggled according to the Six-T's Approach.
Assessment of langu é,.and, content in CBI

-
- Jf
= —

f
|
/

Assessment of €BI ean'b a prob+ematic component, and yet it is critical that

instructors evaluate student armng (Kﬂasper 2000). Student performance in most

A A A
“.i

ESL classes is evaluate by generaff_;j@ssessment tasks such as “discrete,

decontextualized tasks,” and thelmaln fOC-]:lS:-lS on linguistic structure or vocabulary.

__‘__,f‘ 1_“'{..‘: =

However, stiitients in CBI classes cannot be evayjated in the traditional way

—a

because they were exf)gsed to more input and content lﬁfdlrmatlon through the class.
According to Kaspef”"(ZOOO), designing authentic and interactive content-based
assessment was required because learners lin  CBI had to' complete discourse level
tasks™ and the skills evaluated in thesassessment were in an academic setting. Students
are required to interact'critically‘with(@academic materials.in terms of-meaningful and
contextualized text to analyze their knowledge. Assessment of CBI should not be
simple and isolated; students must be required to integrate information, to form, and
to articulate their own opinions about the subject matter, not to analyze the linguistic

structure of the target language.



17

Crandall (1999) also mentioned that it would be impossible for teachers to
separate conceptual understanding from linguistic proficiency in CBI when they want
to evaluate students learning. With that thought, he suggested that teachers could
make assessment of students learning through “paper and pencil tests to include
journal entries, oral responses tq ,questions or reports, demonstrations of
understanding, and student projects”. In addf‘{i{n{czhecklists or inventories can be used
to assess language development it mafy show-each-student’s mastery of the lesson
including concepts an < These methods have been developed as alternative
strategies to assess studdmmg

Related studres onger rng wrth ceﬂtent based instruction

Several studies™ h er been cemducted to implemented content-based
instruction. There are s mq/ rgl rifiest ,a,mong these research studies including

F Fod

2
objectives, teaching procedures ﬁ&nd mstﬁaet-ronal activities. The reviews of these

f‘“ —

studies were chronologrcally presented as the following: /

J.”

A study con‘dﬁg,ted by Kasper (1997a) was to gtsess the effect of Content-
Based Language instruction (CBLI) and the subsequeﬁt academic performance of
ESL students. Subjects-were 152 ESL studentS‘at Kingsberough Community College.
Seventy-three students were assigned to the experimental group @nd seventy-nine to
the controligroup. The 'major difference between students.in these twa groups was in
the nature of the textual materials used in instruction. The material that the content-
based group used was topic-related to their academic discipline; while the material
that non-content-based group used was not grounded in any specific academic
disciplines, but rather covered a variety of topics. The result indicated that students in

the experimental group obtained significantly higher average scores than did students
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in the control group, with the overall average score of 81% for the experimental group
and 68% for the control group. As to the subsequent effect of CBLI, after completing
the first year’s ESL course, the students in the subject sample went on to a number of
different classes taught by a larger pool of instructors than was present at their first
year. In all four semesters of this study, the result indicated that students in the
experimental group obtained significantIY"/hfgh grades on the reading assessment
examination than did studenis-in-the centrol greup, with the overall average score of

75% for the experimer;ti/mup’ and 67% for the eontrol group. The result suggests

that students accumulated dequate background knowledge on topics when they
continually dealt wi mlcal+y Offented topics.  The accumulation of the
background knowledgesco C|I|tate the development of reading comprehension.
These findings are closely su porteg by Kagper s (1994a, 1995a, 1995/96, 1997a) and
Parkinson’s (2000) studles ShOW;tﬁg that:efudents reading comprehension can be

4'““

improved by using achemlc d|SC|pI|ne -based topics. [

-

Brinton (ZOUIL-conducted the theme-based Iiterﬁtdlre course focusing on the
city of angels. This course was operated in the UniversTfy of California, Los Angelis
(UCLA) in which the-target learners’ were undergraduate non-native speakers of
English. The most challenging pointsin this chapter,was the combination of three main
conceptual ‘'underpinning ‘drove to design the course. Firstly, a‘theme-base approach
was used to teach language in which topic was chosen to be fit with the high interest
of student including multiple skills. Another, Brinton included interactive language —
based approach in the course so that students could mainly expose to the language
through different kinds of activities. Lastly, a media-infused approach was also

invited into the course. In other words, various kinds of media, such as sticky-backed
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notes, butcher paper, poster board, colored markers, maps, magazines, pictures of Los
Angeles, were presented for student to practice language so that students could learn
language more meaningful and exciting. Learning literature through CBI class seemed
not to be so much successful but it was different from this study. According to the

result, by having a chance to acquire language from variety of activities, students’

x.!‘

performances were classified as the innovatf&ej' Teature of the course in which students
=

could perform in the satisfied-siage. '

—

— H
Despite the gro::,r)gfi?eét in the use of content-based instruction approaches in

ESL and foreign languageslear ng seitings; the use of such approaches in Hong Kong and

elsewhere in Southeast Asia is stil "‘relafti\iel)f_‘l,jmited. Similarly, film as a source of content in

language courses is often

le and Curtlg 2000) conducted the study with 31 Cantonese
-y J gr-l.

aneral Educaﬂoﬂfpourse taught in English at the Chinese

language content activities.
tertiary-level students taking
University of Hong Kong The. parncxpants Wg,’r.& asked to rate their own English language

skills development in- Lelanan_to_sugspecm;a:eas.lhey_m@rﬁ also asked to identify and

elaborate on what they had learned in relation to other aspects of the course. The responses of

the students show that they.rated their English language skills as having increased in all areas,
particularly their speaking and listening skills. Another important finding was the students'
rating of their increased confidence when using English. The studentsalso identified other
aspects of learning» which canie ‘Undertthree ‘headings: analytical/€ritical’ thinking skills;
different perspectives/broadened understanding; and content/technical film knowledge.

A study conducted by Glenn (2005), the purpose of her study was to examine
the effect of English literacy proficiency, academic English literacy, and content
literacy of 30 Spanish-speaking students enrolled in a bilingual tenth grade Global

Studies course in a public school in New York City through the sheltered content
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approach. The result indicated that students’ English language reading score increased
with the mean score of the post-reading 65.87, comparing to the mean score of the
pre-reading 18.4. The result also showed the gains on students’ academic English
reading with the mean score of pre-reading 33.65, comparing to the mean score of

post-reading 58.2. Glenn concludes that curriculum delivered through systematic use

x.!‘

of content-based instructional strategiesl;’{fi_'geluding explicit reading strategies
=

instruction, explicit language - objective introduétion, explicit core vocabulary

—

— H
introduction, activatin%céund knowledge and schemata, prior knowledge

developing, scaffold difi d instruction “through ‘well-structured interaction and

e
.l

-

activities, and the usesof

t ien‘iiciread-ing materials, helps students contextualize

concepts and expand their rea |ng sk|IIs~rSuch result Is coherent with the previous

AR A
J‘, i

study (Kasper, 1995b), |cat|rlg thafljrthe systematic use of content-based

_-‘_ =

A
instructional strategies contnbufes&e Studeﬁt&'readlng comprehension.

.c‘._‘ T=N

A study done @y Creese (2005) |nd|cated that read‘ing comprehension working

in the content classr‘bé_f_n is given little status because teg?:ﬁlers lack specific linguistic
knowledge and skills _6?1 CBLI. Data from a year-long'_éthnography in three London
secondary scheals was ‘used to explore how \teachers jand istudents managed the
content and language interface in a subject-focused classroom. The result showed that
students'often rejected‘a focus'on the metalinguistic function, which.was not relevant
to subject learning. The major reason is that teachers are often unclear about the
relationship between form and function in language nor make it working in the
subject classroom, which results in CBLI as an ineffective approach in students’

reading comprehension development.
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In fact, in the study conducted by Pawan (2008), data were derived from 33
content-area teachers while they were pursuing professional development in an
American university classroom over 32 weeks. Survey findings in the study indicated
that 38.5% of the content-area teachers felt that collaboration with their ESL teacher
counterparts was necessary in CBLI hecause they do not feel equipped to undertake
English language instruction and thus they réiy’ onJESL teachers to provide assistance.

In conclusion, those studies-reveal that teachers’-daek of linguistic knowledge and
- 1
|

skills results in the ineff_"_ggﬁvé ssof CBLI on students’ reading comprehension.
a%&

Morioka, Hay. akura, and Ushlda (2008) conducted the collaborative

project for developingm/;:rals fer }epanese Content Based Instruction (CBI),

undertaken by instructors a hrée campusés under the same state university system in

the United States. The goal q/thls prOJect Was to develop CBI teaching materials for
/ =
three different levels of the Ianguage (sec&ad—year third-year, and heritage language

4'““

courses) that could pojentlally be shared online among the nlne campuses of the same

state university sysf'eﬁ;., These teaching materials wer@mplemented during several
quarters of academic yé"ars 2005-2008. The student reaction was quite positive, based
on the questiofnaires eanducted after each: quarter on each campus, as well as the
observations of the instructors. Although there are several factors that need to be
explored further, such"as the‘balanceof Instructional time to Beispent on linguistic
forms versus content, the data suggested that the implementation of CBI materials
produced more positive effects than drawbacks. In addition, the implementation of
CBI aided in developing critical thinking and autonomous learning skills in the

students, skills essential to effective language acquisition.
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Qi-xuan (2010) presented a brief overview of CBI (Content-Based Instruction)
along with a discussion of some of its more commonly practiced models (theme-
based, sheltered, adjunct and SCLT). It has situated CBI within the broader paradigm
of CLT, articulated the underlying principles of CBI, and shown how these principles
mesh with those of the communicatively oriented classroom. It has also included the
classroom extracts which illustrate the un‘t’j’ef_[yirlg principles in action, and which
provide a clearer picture ef-how-contentand Ianéuage provide complementary aspects

of the curriculum and r;'gw-/tmmput-riqh environment of the CBI classroom can lead

to successful language Kﬁq/u'gl'tmn = )
Arslan and Saka (2010) mvesﬂga«ted the effect of application of theme-based

model of Content-Based Instr ctlon (CBH on a group of science students learning

‘.-:,4 "

English at a preparatory program at ‘the teryﬁry level'in Turkey. In this study, course
,' -

i
materials based upon the theme-laased modelmf CBI were applied in order to teach
-
academic English Ianguage Skl||S Wlth a purpose to det@rmme the language needs in
7 |

the program, questlon/r}aalres including structured interview questions were distributed

to a number of 97 students of Physics, Chemistry and '_Bjiology departments and also
19 students whio specifically studied thematic units completed a questionnaire as to
the effect of such an application. The majority of students reported that they needed to
learn Englishifor academic reasons-in order to pursue future courses taught in English.
Those students who studied science related thematic units argued that their motivation
to learn English increased as they were able to improve their academic language skills
through content they received and the activities they were involved in. Data findings

may also indicate that if the theme-based model of CBI is applied in the preparatory
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program widely, it can meet language needs since such a practice involves learners in
science English, equipping them with necessary academic language skills.

In conclusion, all of the mentioned studies are different in their purposes of the
study, population, research designs as well as research instruments. However, these
studies aimed to develop and investigate CBI courses in different themes and setting.
The researcher adapted the ideas of course"ﬁé_s’rg[l of Brinton (2001) to develop the

course in this present studys <
|

Form-Focused Instruc;_i,on‘ - .\1
The definition ﬁ-focused instruction was differently defined by many
the

language specialists ] most accebtable and practical one derived from the

definition proposed byE’%Q | i

A uj,i ¥

Ellis (2001) defined form-focused dnstruction as instruction where there is

SIS g N
some attempts to draw the learners” attention to linguistic form. The term has been

T i T

£ el

employed to encompass a number of models of instructiogal types. A basic distinction

—

is between “focus-oﬁ‘-’fgnns” and “focus-on-form” (Long‘;‘fl991). The former refers to
instruction that isolateéf"'linguistic forms in order to teach them one at a time within the
context of a structural syllabus. ‘it requires a planned approach to form-focused
instruction. A “focus-on-form” however draws the learners’ attention to a particular
linguisti¢ structuretin the'context'of'aimeaningful Communicative‘activity. This focus
can be or incidental ( Ellis, 2001).

Within the field of second language acquisition, apart from the definition of
FFI defined by Ellis (2001), Andringa argued in his dissertation that although the
majority of FFI studies have focused on the domain of grammar, the term form in

form-focused instruction actually refers to all formal aspects of language: to grammar,
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but also to pronunciation, spelling, intonation, etc. The term FFI, then, covers a broad
range of activities, all focusing the learner’s attention on the formal aspects of the L2
(Andringa, 2005). Immersion and content-based L2 programs also take a focus on
form part in their training since SLA researchers believe that it is a must to have a
focus on form in the program since it is,a key feature of SL instruction (De Graaf and

Housen, 2006). // ’

-

To sum up, form-focused instruction-is-a-language approach where the
- 1

linguistic forms are ma'igl}'fo used in the language classroom. The optimal goal of
form-focused languagez%m is stu()ents ability to acquire linguistic forms.
Principles ofF 0 sed |ﬂStI‘H'CtI0n
Traditional method of! Ianguage fheachmg with their emphasis on grammar
practice activities were as on, the asyymptlon that explicit knowledge could
become implicit knowledge th%&ugh préélcé The discovery that L2 learners,

4'““

irrespective of Iangqage background age and Iearnmg environment display a

consistent order in ‘tﬁ‘_ejr acquisition of some grammatj‘cél forms (Dulay and Burt,
1974; Dulay, Burt and Krashen, 1982). Furthermore, there is little or no effect from
instruction on this| route of ‘acquisition, challenged  this /model and led to a critical
reevaluation of traditional methodssof language~instruction. The research evidence
suggested that traditionallinstruction resulted in' learned competence'only and that the
underlying developing language system remained unchanged. These findings led to a
widely held assumption that L2 language acquisition was similar to L1 acquisition. It
was thus claimed that a second language would be best learnt under environmental

conditions that resembled those of L1 acquisition.



25

Krashen (1981) advocates carefully examining “caretaker” speech, that is, the
language addressed to young children learning their first language, to determine what
best constitutes intake for language learning. He argues that input that contains
structures just beyond the student's current level of competence most resembles
caretaker speech. Comprehensible input will arise naturally from roughly tuned

]
teacher and peer talk in a positive affective/ oféssroom climate. Krashen cautions that

focusing students’ attention—on specific grammatical features may be the least

—
important contribution )bat’ } secon&dL language classroom makes to language

learning. The impact of'Such views on

language teaching (K ?/ "TeHeIIE-1983) which argued for the provision of
comprehensible input with:n att_eﬁtiorifl_tp specific grammatical features. It was
0

2 pedagogy led to a “natural” approach to

H L Ad H
- R

considered that it was ‘not possible fo'r;@(plicit knowledge to become implicit

T w2
knowledge: the “no interface position™ (Krashen and Terrell, 1983).
o Y
1 o el S

Types of Form;Focused_lnéf}uction £

Form-focuseﬁjmstruction can be done in differg;fl ways, both explicitly and
implicitly. Whenever Eﬁ"e input focuses on the L2 explié’ifly, both the material and the
drills will havetto be engineered to-directlyjand'clearly present the form under study.
When implicit focus on form strategies are applied, the studentsyare not necessarily
aware that ‘a formtis being lintroduced and drilled: The followings are three types of
FFI in which the first two are explicit ones and the third are implicit one.

1. Classical focus on forms
2. Planned focus on forms paying attention to the communicative dimension of
the forms

3. Incidental focus on form
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1) Classical focus on forms

The purpose of this didactic strategy is to help the students to actively focus
their attention on specific forms of L2. This is done in an intensive way. The aim is
that by the end of the class the students know and can use the forms under study (e.g.

the use of the expression “to be used;to doing something.” A typical example of

J

explicit instruction is traditional teacher-fro’lr;(é_dr rule explanation (DeKeyser, 1997).
=

Another example of explicit-instruction'that-hias been investigated quite frequently is

—

7~
input processing and praefic “Wwhich | consists of tasks designed to promote and

practice forms (Salabe:/&d VanP_atbgn_and Cadierng; 1993).
2) Planned foc yér v'paying¥§ttention to the communicative dimension of

¥y
& i

the forms

FRAD W
.

i

The planned focts relates’fo input.and meaningful production. Instruction

needs to ensure that learners foeus on form through grammar lessons designed to
” 4 far 1.‘1 L
i

means of input, output, or production

T —
e L

teach specific grammatical fééfUFes by

processing. An indﬁc?jve approach to grammar teachmgjis designed to encourage
“noticing” of pre-seié"é:ted forms; a deductive appf_c;ach seeks to establish an
awareness of the grammatical rule (Ellis, 2005).

When attention is paid to the communicative dimension @f,forms, the aim of
the planned focuston form is't@ enable learnerstio 'employ features. efficiently and
accurately. The kind of efficiency and accuracy aimed at here are essentially
meaning-related. It is grammar at the service of purposeful communication. The
primary focus is on meaning rather than on the bare form. Planned instances of
language use are in fact based on explicit knowledge rather than implicit knowledge

(Andringa, 2005).
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3. Incidental focus on forms

The aim of incidental focus on forms is to induce language learners to pay
attention to target linguistic forms in the context of meaning-focused activity.
Learners are then invited to focus on meaning incidentally, rather than intentionally

and extensively. Within the context of a single communicative task, attention can be

x.!‘

paid to a number of different Iinguistic"{ﬁf}mological, lexical, grammatical, or
=

discursive forms (Andringa;2005). '

— H
The results of itufci,de’/ﬁtﬁFFl are seen when individual learners that received

corrective feedback are*su é;quently_ able to perform the same linguistic features

4
-l

-

st

should-not be assumedithat incidental acquisition is

4‘ L
)

accurately in tailor-magde t

unaccompanied by awareness that it results only inimplicit knowledge. Incidental

f4
Ad W

is not the opposite of plan ed |‘DCIden‘tq£r_.FF| Is both planned and intentionally
provided when communlcatlon pmblemsaﬁerdentally arise (Ellis 2001). Robinson

14“‘ —

distinguishes also an gptltude for FFI via recasts, aptltucj,é for incidental learning via

-

oral content and wrl“n%__n, texts, as well as the ability to Ig}rrfli explicitly in different L2

settings (Robinson 2005).

In conelusion, form-focused instruction \is found diffetently according to the
students’ level of attention on fornds, materials 0 foster formsglearning as well as
strategies driving students to focus'én forms.

Form-focused tasks

The varying definitions of tasks have been covered in the literature in general.
Ellis (2003) has summarized these nicely and has added his own concise definition as
follows: “Tasks are activities that call for primarily meaning-focused language use”.

Furthermore, Ellis (2003) has identified the critical features of the tasks. These
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features are 1). A task is a work plan, 2). A task involves primary focus on meaning,
3). A task involves real world process of language use, 4). A task can involve any of
four language skills, 5). A task engages cognitive processes, and 6). A task has a
clearly defined communicative outcome. Apart from Ellis, what constitutes a task

draws primarily on Nunan's (1989, 2004) definition of pedagogical tasks as a piece of

x.!‘

classroom work that involves the learners in"gquprehending, manipulating, producing
=

or interacting in the target-language while their aitention is focused on mobilizing

_— 1
their grammatical knov:}?'brder t0 express meaning, and in which the intention
a

Uil to manipulate form,

-
4
i

-

éSkT Ellis (2003) defined “form-focused task™ as a

IS to convey meaning

In term of form-focus

task that can be employed (@ e Clt uee Of@pECIfIC linguistic features, either by design

HA J‘,* 3

or by the use of methadol glcal procedhges that focus attention on form in the

)
implementation of a task. As 1t 1Sa:k1nd oE&.—fask’ it should have general features of
.t‘
19 e -

a task, such as “It focyses on meanlng” “Learners demdg’ what language to use”, and

so on (Ellis, 20045)/ ‘Three kinds of form-focused t@?l(']s mentioned by Ellis are
comprehension tasks,__"structure-based production tasks, and consciousness-raising
tasks.

Comprehension task

In compreliension tasks, students ‘are given ‘text.in which ‘target forms are
frequently used. The task is usually designed so that the target forms should be
essential for comprehending the whole text. In this type of tasks, students
comprehend, interpret and process the input, and are not necessarily required to
produce the target structure. These tasks are called differently - comprehension tasks

(Loschky and Bley-Vriman 1993), interpretation tasks (Ellis 1995) and structured-
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input tasks (Van Patten 1996). Ellis (1995: 98-9) listed some general principles for
designing the kind of focused tasks which is called “interpretation task”. These
include the followings.
1. An interpretation task consists of a stimulus to which learners must make
some kind of response.
I,
2. The stimulus can take the form o‘(xﬁoken or written input.
3. The response-cai-take varibus formsy-for example, indicate true-false,
— -
e cotrect picture, draw a diagram, perform an action,

check a box, sgiect.

but in each

Jresponse will be completely nonverbal or minimally

_vJJ

verbal. -
4 4

4. The activiti task canfbe sequenced to require first attention to

=g LY .?-* 1

mq}he form Jgnd function of the grammatical structure,

;_"- 3
ﬂ-‘.
"

and finally error |dent+fjﬁatlon —

et JJ. e 'd—

-l

5. Learners should have the opportunlty to mﬁke some kind of personal

‘b-g — o
=

responsefi./g., relate the point to their own lives:

meaning, then'no

T

Structure-based production tasks
Structure-based-production-tasks are designed 'so that students can use the
target structure for completing thestask. In some,tasks, the target structure is used
‘naturally’ and thete'are possibilities that students Complete the task without using the
structure. In other tasks, the target structure is used to make the task ‘easier’.
Furthermore, there are tasks in which the use of the target structure is ‘essential’.
Loschky and Bley-Vroman (1993) discuss what they call structure-based
communication tasks. They distinguish three ways in which a task can be designed to

incorporate a specific target language features. The first is task-naturalness. In this
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case, the target structure may not be necessary for completion of the task but
nevertheless can be expected to arise naturally and frequently in performing the tasks.
The second way of incorporating a linguistic focus is in term of ‘task utility’. By this
Loschkvy and Bley Vroman mean that even though the targeted features is not
essential for completing the task, it is very useful. The third way of designing a
focused task is to try to ensure the ‘task"’éﬂ'ésntialness of the target feature. This

requires that learners must.use-the feature in-orderte-eomplete the task successfully-if
|

they fail to use it they ylf" t be able to achieve a satisfactory outcome. In this

respect, the targeted fe 'comes the"‘essence’ of the task.
In term of the practical use of structured pased tasks, two different kinds are

0

presented as the follewi f\Najnryb (1990) describes a technique she calls

‘dictogloss’. This makes tise p/f a shprt text _ﬁlat has been selected or devised to have a
J =

structural focus. The text Is read:a{ normaL—speed sentence by sentence, while the

f‘“ —

learners note down Key words and phrases, i.e. the contént words. The learner then

| S J.”

work in group to trf/' (Q,reconstruct the text collaborativglyf. Wajnryb emphasizes that
the aim is not to genei‘éte an exact replica of the origin'é’i text but rather to reproduce
the content. Kewal and- Swain (1997) found that Grade 8 French immersion students
both noticed and produced examplars of the present tense whengworking in pairs to
reconstructia‘text that had been devised-to practice this structure! They comment ‘the
dictogloss approach might be better suited to promoting syntactic processing skills in
general than as a mean for drawing attention to a particular grammatical point’.
Furthermore, Swain and Lapkin (2001) do report qualitative differences between the
dictogloss and jigsaw tasks however. These suggested that the dictogloss was more

likely to generate a conscious focus on form in general.
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Consciousness-raising tasks
Consciousness-raising (C-R) tasks are designed so as to help students induce
and formulate some grammatical rules from the presented sentences, through
interacting and negotiating in pairs or small groups. Consciousness-raising tasks differ

from the other kinds of focused tasks, considered above in two essential ways. First,

r

whereas structure-based production tasks,*"gﬁ'piehed input tasks, and interpretation
=

tasks are intended to cater-primarily te'implicit Ieérning, C-R tasks are designed to

—

— H
cater primarily to expligueﬁr iNg. C-R tasks are intended to develop awareness at
mﬁ@{w

the level of understa ther than” the level of neticing (see Schmidt 1994).

4 &

Second, whereas the Of{s types-of %gsk were built around content of a general
nature, for example, stories, pi ure_sJéf obj'-e_g:ts, opinions about the kind of person you
ua

i

like, C-R tasks make lan itself the content. The taskness of C-R task lies not in

_.? -3

J-fE-.:J-' 4 -:.<‘.--_'.-;J:J B
the linguistic point that is the facus of the task but rather in the talk learner must

-

engage in in order to achieve an out come to the tasks. £

The rational Tc?_[_ the use of C-R tasks draws partlg;dln the hypothesized role of
explicit knowledge as_é""facilitator for the acquisition of'i_anIicit knowledge and partly
on the claim in the Ipsychological- literature that learning is imore significant if its
involves greater depth of processing (for example, Craik and Logkhart 1972). C-R
tasks cater for discovering leamingtthrough 'problem Lsolving (Bourke 1996), in
accordance with the general principle that what learners can find out for themselves is
better remembered that what they are simply told.

From Ellis (1991: 234), we can identify the main characteristics of C-R tasks:

1. There is an attempt to isolate a specific linguistic feature for focused

attention.
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2. The learners are provided with data that illustrate the target feature they
may also be provided with an explicit rule describing or explain the
feature.

3. The learners are expected to utilize intellectual effort to understand the

target feature.

x.!‘

4. Learners may be optionally reqﬂifgd to verbalize a rule describing the
=

grammatical structure. <

e il

— H
A number of sz%d’?ai/e investigated whether C-R tasks are effective in

developing explicit knewie e Of E2. épto and EHis (1991) compare the effects of

e
.l

-

direct consciousness-Laisi v Imeans-of grammar explanations and of indirect

- 0
’

consciousness-raising by mea of a C R-task on Japanese learners’ ability to judge

SAdy
.

the grammaticality of sentences myolvmg@latlve alternation. They found that both
.T‘;‘J(
method of consciousness- rmsmg#aesulted tEl:S'Tgﬂlflcant gain in understanding of the

J“—-

target features, although the dlrect method seems to proﬂuce the more durable gain.

| S

However, Foto (199ﬂfjound no statistically significant QIﬁ‘Jerences between these two
methods in the folld\7§;ing up study that investigate'_’three different grammatical
structures (advérb placement, dative alternation,, and relative clauses). Sheen (1992)
compare direct and indirect conscigusness-raising, in a six week beginners’ French
course for Japanese' students,Creporting that students in'the two ‘groups did equally
well in a written post-test of structures taught. However, the group taught by the direct
method did better in an oral test, a result he explains by the extra oral practice this
group received. Mohamed (2001) found that indirect consciousness-raising was more
effective than direct consciousness-raising with group of high intermediate ESL

learners from mixed L1 background but not with a group of low—intermediate
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learners. This study suggests that the effectiveness of C-R tasks may depend on the
proficiency of learners. Clearly, learners need sufficient proficiency to talk
metalingually about the target feature and, if they lack this, they may not be able to
benefit to the same degree from a C-R task. As for the C-R tasks (which can be
deductive and inductive), additionally, Mohamed (2004) also examines learners’
perspectives of the effectiveness of such ‘té’éiisf J_'he findings indicate that learners

have no strong preference-or-a-particular type-oi-task over the other. They view the
1

tasks to be useful in Z’?them tq learn new knowledge about language. The

finding suggests that ' s/(both deductive and inductive) are effective learning

tool and can therefore bzzk b faise-fearners’ awareness of linguistic forms.

&
)

/ P .
Sugiharto (2006) iny :Z*gated 'Indonesian students’ ability in understanding the

Fhdd 4
‘.-:, 3

simple present tense rulés, which’often pﬁse a problem for the students. Using a
~'i‘ 1-!
grammatical judgment test, Sugthafto cong@a-red the results from students’ pre-and

4'““

post-test, and found “that students performance S|gn|f|cantly better on the post-test.

| S

This study indicated *that C-R is effective in helping sg')d’ents develop their explicit
knowledge of the simpﬂ% present tense. b

Another current linvestigation [of consciousness-raising tasks was from the
study of Eckerth (2008). He investigated a series of dyadic ce@nsciousness-raising
tasks which were Introduced into an actual L2 classroom.over aniextended period of
time. The investigation seeks to measure learning gains in the short and medium term
by a pre-test, post-test, and delayed post-test design. As for the result, it was found
that consciousness-raising tasks could enhance learning gain of students significantly.

As clearly stated previously, three kinds of form-focused tasks are unique in

term of characteristics and applications. Osuka and Yamamoto (2005) combined
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comprehension tasks, structure-based production tasks, and consciousness-raising

tasks in their study according to the difficulty level of the target features or the

development level of the students. In their study, if the target feature seems to be easy

to students, they have students do structure-based production tasks without any input

of the structure. If the target structure is a little difficult for students, they have
f

students do a comprehension task first,.-éld,—then have them do structure-based

o
production tasks. If the.iarget-structure is more-difficult, they have students do a

g—

consciousness raising t%}ﬁ?’é 0 have them notice the rules by themselves. If they

notice the rules by themsely, ',',.»the_.knovvqledge is more likely to be internalized. Then

r oy F H
J —
J-

they have them do a gomprehen ion-task or structure-based production tasks. Thus

. #

they change the combination and thébrdéfi{gf the task flexibly depending on the level

FEAS
- R

of the target structure and that of, _gt'udent'_i;j,Ihe results of pre and post test (TOEIC

Y ptete ';-‘,“;-‘_J:J
Mini test was used) showed that students® average score went up from 31.5 to 33.5
- J Ll -
L -
(full score is 70), butithe result of t-test showed no significant different. Besides, the

— -

questionnaires were” “addressed to ask “Do you thifk learning grammar in

communicative way iéﬂilseful for you?” The result showed that students found form-
focused tasks are useful to learn grammar 11 which-the average score was 4.29 on the
scale of 5.

In addition‘to three form-focused tasks proposed by Ellis}(2003), Long (1980)
also presented one more form-focused tasks. These form-focused tasks are called
information gap tasks.

Information Gap Task

The form-focused tasks used in this study were information gap tasks (Long,

1980). Information gap is an activity where learners are missing the information they
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need to complete a task and need to talk to each other to find it. In other words,
information gap is the activity, in which the students may be in pair or in group in two
or more students. They can be given grids which contain difference pieces of
information about a topic to enable them to complete a task by sharing this separated
information. By information gap the teacher is able to improve the students speaking
ability because it is an interesting techniq’ljef,tojapply in classroom. The students

become comfortable to speak everything. “Teacher-only gives simple explanation
1

about the activity and rje;\’/,teym vocahulary needed for the activity. The students get

opportunity to develop eir ommunlca)e competence more freely

Inan informat| t|V|ty—one-*person has certain information that must be
shared with others in oxder Ivea prob-lem gather information or make decisions
(Neu and Reeser, 1997). se types of agyvmes are extremely effective in the L2
classroom. They give every studethe oppettﬂnlty to speak in the target language for

4'““

an extended period of time and students naturally produce more speech than they

| S

would otherwise. In"a‘égition, speaking with peers is Iess;‘iﬁtimidating than presenting
in front of the entire class and being evaluated. Anothet_édvantage of information gap
activities is that students are forced to negotiate meaning because they must make
what they are saying comprehensible to others ip.order to accomplish the task (Neu
and Reeser; 1997).

Ur (1996) lists the characteristics of a successful speaking activity:

Learners talk a lot. As much as possible of the period of time allotted to
the activity is in fact occupied by learner talk.
Participation is even. Classroom discussion is not dominated by a

minority of talkative participants: all get a chance to speak, and
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contributions are fairly evenly distributed.

Motivation is high. Learners are eager to speak: because they are
interested in the topic and have something new to say about it, or because
they want to contribute to achieving a task objective.

Language is of an acceptabla level. Learners express themselves in
utterances that are relevant, easii-f{gT;Brehensible to each other, and of

an acceptable level-of language accuracys

g—

|
Information QW@ satist all of the above criteria. The teacher simply

explains the activity a WS the vocabulary needed for the activity. Students are

J

task Each participant plays an important role and

i
J

then on their own to pléte

the task cannot be accomplish wﬁhout»’everyones participation. Many information

f4
Ad W

|vat|qnal begagse of the nature of the various tasks.

,J_g(

Activities that require the solvmgﬂ—:»f a prolalem or a mystery are especially effective.

gap activities are highly™m

,J“= ——

As teachers, we knowiwhether an act|V|ty is of an acceptaple level of difficulty for our

—a

students. If students ‘5re sufficiently prepared for the aghflnty, the level of language

accuracy will be acce;ifable.

Information gap  activities -can' also reinforce vocabulary and a variety of
grammatical structures taught in class. They allow-students to usedinguistic forms and
functions in‘a communicative way: These ‘activities bring the“language to life for
students. Grammar is no longer a concept they have difficulty applying to their
speaking. Students have the opportunity to use the building blocks of language we
teach them to speak in the target language.

The information-gap tasks were chosen for this present study because upper

secondary students possess sufficient English proficiency to learn the contents and
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figure out linguistic rules by themselves. Another reason is that information-gap tasks
have been shown to set up conditions for learners to focus on L2 forms. In the process
of carrying out the tasks, students are required to verbal exchange of content
information, the use of checks and responses for clarity and comprehensibility (Pica,
Kanagy, and Falodun 1993), and thg kind of rephrasing, replacement, and
manipulation of phonological and structurél/_fe’g.tures that focus on L2 form (See Pica

1994, for review). The thiee-type of information-gap tasks used in the present study

——-s |
were ‘spot-the-differin‘j%?gbm 1980, 1981; Crookes and Rulon 1988; Pica, Kang,

and Sauro 2006) ‘Ji

/'Doughty and pica 1936; Pica, Holliday, Lewis, and
Morgenthaler 1989; Piga 1991; "ya,i-;iné‘eln-Porter, Paninos and Linnell 1996; Swain

L
)

and Lapkin 2001; Pica nd Saur0f2006) and ‘Grammar communication’ task

f4
“.i

L,oschky,gnd Bley-Vroman 1993a, Pica, Kang, and
Ji”'_-'..- _':"*Jﬂ

Sauro 2006 ). — —

14."\ —

ang,

(Foto and Ellis 1991; Fotos

Spot-The-Difference Tasks

N

o

L

In spot-the- drfLerence task, at the beginning, h;ar%ers individually read the
original passage. In tﬁ?é following task, each learner underlines the phrases that are
different fromthe original passage. Then in pair learners /compare the passage and
judge the correct answers.

Jigsaw Tasks

In jigsaw tasks, initially learners read the original passage. In the following
task, learner put the paragraphs in the correct orders as found in original passage.

After that they compare their orders and in pair judge whose order is correct..
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Pair tasks with these characteristics have been found to lead to the greatest
amount of negotiation because both learners in which they must speak and must both
understand each other correctly to complete the task correctly.

Grammar Communication Tasks

In grammar communication tasks, like the previous two tasks, at the beginning

x.!‘

learners individually read the original pass{géxln the following task, learners must
=

choose between words oi-phiases that:contain the-contents and forms they already

—

- H
read in the original pas?ﬁe process of choosing the content and forms, learners

need to learn, justify theirc |§es, and recall the contents and forms.

-

v"Jigsa\Af-*and Grammar. Communication tasks ask

In conclusion, #both’ the

learners to follow a set of @i ctlons very similar to those of Spot the Difference.

AR A
J‘, i

Learners must choose between phgases tﬁ@t‘ contain the forms they need to learn,
i
justify their choices, recall them+eca CIOZ&aﬁﬂVIty, then compare their cloze version

14“‘ —

with the original pa3§age and explam any differences )fhat they find. To maintain

authenticity, the purbﬁge statement given for the Jigsaw 4h§{< tells the learners that the
task will help them or{jénize information; for the Grammar Communication task, they
are told that they will be helped'to report information accurately.

Information gap tasks in research studies

Informatior gap taskstweretintroduced tofthe research context through Long
(1980), to address questions on input and interaction in second language acquisition
(SLA). Since that time, they have also come to serve as reliable instruments for
gathering data on a variety of instructional interventions and learning processes as
they arise during both learner-learner and learner-native speaker (NS) interaction.

Their origins references between individually-held pictures, to order sentences into
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stories, or to restore portions of incomplete maps and charts (e.g., Brumfit and
Johnson 1979; Ur 1981, 1988). As they carry out these activities, the learners engage
in functional, meaning-focused L2 use and gain access to input for their learning.
Among the most productive tasks for SLA are those in which interaction must
lead to a specific goal or outcome and,reaching it requires a verbal exchange of
information (e.g., Ellis 2003; Pica, Kanagy’,ta’_nd JFandun 1993). These tasks set up

conditions for part|C|pants to-modify=their-interaction through the negotiation of
1

meaning (Long 1980; \'(g;enl and Gass 1985). As participants repeat and rephrase
their utterances to mao;s/ztgz'their information is accurate and understood, they also

i waich their &tterances are encoded.

L
)

draw attention to the f

SR Ad g
‘.-:, i'

Information gaptas F'Zéve been th-e focus of comparison studies on learners’

ncoding o tﬁf orm, function, and meaning on different

&

negotiation, collaboration, a
/

tasks and classroom grouplngs (&g Doughfy and Pica, 1986; Swain, 1998; Swain
-

and Lapkin, 2000). InJ addltlon they have more commor]dy served as instruments for

data collection in s‘ttf'glzi,es on classroom turn taking, tgacﬁer vs. student control of
interactions, and groub_"‘and pair participation patterns ('é’.'g., Doughty and Pica, 1986;
Pica and Doughty, 1985a, 1985b)- Data fromthese studies have revealed that the
information distribution and designsof such tasks,plays a more influential role than
interlocutor variables in'these Classroom processes:

Information gap tasks have also been used to collect descriptive and frequency
data on learner-NS generation of input, output, and feedback (e.g., Mackey 1999;
Mackey, Oliver, & Leeman 2003; Oliver 2000), and to address questions on input
comprehension and comprehensibility (e.g., Gass & Varonis 1985; Pica 1991; Pica,

Young, and Doughty, 1987). As suggested by this overview, information gap tasks
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have been used in research primarily as a source of data on input, interaction, and
interlanguage, or as a context for applying a treatment, such as feedback. Seldom,
however, have information gap tasks themselves served as research treatments,
despite evidence of their role in activating SLA processes

Bley-Vroman (1993) remains, one of the most influential publications on
treatment tasks. By following their guidel‘(nésri task can be designed so that its

successful outcome depends-on-the camprehension-and expression of information
- 1

encoded with a specifi:)ygu’s\ic forrh that learners are developmentally ready to
T

'lty doing so. An information gap task, designed as an

acquire but are havinj)/u
interview, would establish nté};ts for q&estions. The task could then be used cross-

f o

AR A
iy i'

F e .
sectionally to collect data n/(uestion development, or repeated over time, to track

sequences in question for ,atiog_;.’or shed. light on attentional and interactional
. A il

processes for question development:- —
_‘.Jq\:__

Based on an ‘approach toward form ﬁsefulness, information gap tasks might

vl

also be designed to é’c&),mmodate learners’ needs to atter;a'fo characteristics that make
specific linguistic forms difficult to learn. Among these are low perceptibility,
infrequency of@ccurrence, or the limited transparency of the foarms with the functions
or meanings the forms encode (Harley, 1993;.Long, 1996). dhis perspective is
somewhat consistent with that of“focus ‘on formi,” ‘advanced by Long (1991), and
continued by Long and Robinson (1998).

The versatility and robustness of information gap tasks for SLA research
continues to grow. Increasingly, information gap tasks are used to focus learners’
attention on form, function, and meaning, and to study their attentional processes and

responses to feedback on these forms (e.g., Iwashita, 2003; Leeman, 2003; Mackey,
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1999). As evident from these studies, information gap tasks are excellent resources for
addressing theoretical questions on SLA. Their pedagogical origins make them
especially favorable to classroom research, especially those related to broad,
theoretical issues about learning processes and outcomes (e.g., Doughty & Williams

1998).

J

Challenges in form-focused instructit’)l,’n"f .
=

The challenges of form-focusedjnstructibn can be apparently seen through the
evidences derived from b6rt—-;res,earch stLdies and classroom practices.

\
One problem with™ fotus fon férm Instruction _is practical; specifically, it

-

-

involves class size (Pogle, 20 p).rj_—‘oc_{on form instruction, in Long (1991) and

Long and Robinson’s G n'cepjtiorfé;se‘ems optimally suited to classrooms that

trﬁctjbrs to y?bélly address their students’ problematic
-;’ - !r‘

Y Y

are small enough to enab

forms, presumably via classréﬁﬂ 'discus@-ﬁ‘ Q/A sessions, and impromptu and

planned public speaking.events. As far as writing is c?ncerned, such a classroom
A .

i -

would need to allow: fé:_achers to frequently evaluate stud?éﬁts’ writing, presumably in
the form of essays, in-elass writing tasks, and journals/diaries. Likewise, small classes
would be needed for Students: to have significant' amounts 6f peer interaction both
orally and in written form.

In addition. to ‘cutricular.problems; Long (1991)"and’ Long“and Robinson’s
(1998) conception of focus on form instruction obliges teachers to have native-like or
near native-like competence fluency; more specifically, in oral situations, they would
need to be able to spontaneously recognize students’ form-based errors and provide
them with the correct ones. Yet, many English language teachers lack a high level of

L2 oral proficiency and do not have opportunities for developing it. Butler (2004), for
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example, reports that elementary school EFL teachers in Japan had low self-ratings of
their own L2 proficiency, particularly in the area of oral grammar. Yu (2001) reports
that similar levels of low-proficiency are prevalent among Chinese EFL teachers who
feel that their only option is the grammar-translation method: “Quite a number of
teachers know only some basic English grammar and vocabulary.

Another linguistic problem with foéuéfeg_ form instruction is the language

spoken English learners and-their-teachers. As-Poole(2003b) has pointed out, in many
- 1

settings, the students atifﬂ;tea‘cher often share a eammon first (or second, or third)

language and culture l‘}/'thus can easily code-switch in order to overcome
communicative difficulties fi'l"lccommuaicative gaps.

| s W, ; " ) .
A final proble ith f cus on -form instruction is culture. Focus on form is

SR Ad g
‘.-:, i'

highly individualistic in that errors are frequgntly, although not exclusively, addressed

on an individual basis. Hofsted’e{&986) suggests that individualistic societies tend to
-

produce more mdwlgiuallstlc teachlng approaches; howiever collectivist societies,

| S

which tend to focus"rr(gre on the general good of all stu@én’ts, may find focus on form
at odds with their cultural values. More to the poiﬁf, successful focus on form
instruction would need-to take place in' a cultural atmosphere ithat allows students to
actively participate in daily activities. Thus, administrators, teachers, parents, and
students'would need to' feel some-degree’of comfort with' letting students be active
participants and sometimes leaders in the content and manner in which they study.

In this present study, the researcher put full attempts to minimize the problems
might occur. The most concerned problem was related to students’ English
background. As the present study combined the advantage of content-based

instruction as well as form-focused instruction, students’ English ability was still
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needed to carry out the tasks through the study. Students, particularly in this study,
were not familiar with using English in negotiating meaning and forms, exchanging
information and confirming the correct answers. The researcher tried to facilitate
students’ learning by giving clear and concise instruction. Sometimes, the researcher
tried to give more examples and showed real objects to get students to understand

easily. // >~

-

Assessing Ianguage knowledge -
1

Since the form:e/d mstruqtlon does not specify how the language is

specially assessed, many languace specnallsts proposed ways in which the learners of

FFI could be tested. /
Krashen (1981) :7/ ed that teéts Wthh provide evidence of the “natural”
ment

order of language devel acgess a,qunsmon”/lmphcn knowledge. Such tests

223 h
will almost always mvolve a fm%restncﬁﬁn On the other hand, he claims that a

f‘“ —

discrete-point test proyldes eV1dence of “learmng”/exphcl,t knowledge Other tests are,

he believes, unreliab'té;-as tests of explicit knowledge asjhéy may not oblige subjects
to focus exclusively orTiinguistic form at the expense of communication,

Other researchers are more cautious with respect to the possibility of accessing
implicit language knowledge. Salaberry (1997) jsmaintains that evidence of implicit
knowledge' Is not " easily’ ascertained and that studies whichi.investigate the
effectiveness of form-focused instruction are unable to specify tests which would
provide clear evidence of access to the interlanguage system. Hulstijn and de Graaff
(1994) claim that implicit knowledge is a theoretical construct and caution that it is
not directly accessible by means of language tests. They believe, however, that a L2

learner who can produce a target language structure correctly only at a slow pace is
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unlikely to have implicit knowledge of it. The behavioural correlate of implicit
language knowledge is automaticity in language use. They refer to Schmidt (1994a)
who states that fluent, spontaneous language performance is accomplished without the
conscious retrieval of explicit knowledge that may have been used as an aid to
production in earlier stages of development. Han and Ellis’s study (1998) conducted a
factor analysis on a series of language me{slfnes} all of which focused on learners’
knowledge of verb complemeniation in-Eninsh.iThey found that these tests loaded on

two factors, indicating ;}?i’stinctiop petween those measures that incorporated a

time constraint (hypoyd 1o reflect’implicit knowledge) and those that did not.
They conclude that the resul v‘s‘uggest-—mat implicit knowledge can be tapped by

f e ]
discrete-item tests if .hes fquire speeded responses. DeKeyser (forthcoming)

AR A
iy i'

presents another view, h we, er H_e argueg; that time pressure does not guarantee a

measure of implicit knowledge S%Hdents meyfbe able to apply relatively automatized

"'-—..

explicit knowledge unpler tlme pressure De Graaff (1997a) pomts out that, even if it is

possible to assess im“p’ﬂcit knowledge through tasks that;require speeded responses, it
is problematic to determine just how much time pressure should be exerted in
controlled experimental-settings in erder to eéliminate reliance on explicit knowledge.
Bialystok (1994), Hulstijn @nd de Graaff, (1994) and Schmidt (1994b) all
highlight the‘importance ofithe processes the learner engages in‘far any discussion of
how explicit and/or implicit language knowledge are accessed. Hulstijn and De Graaff
(1994) state that in fluent language production parallel processing is involved, so that
the language user is unaware of how the information is being processed and of how
these processes are monitored. Bialystok (1994) believes that differences in

automaticity of language use are irrelevant to distinctions in representational form
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although she does admit that implicit knowledge does appear to be more fluently
accessed. She makes it clear, that what others may interpret as a move from explicit to
implicit knowledge, she would interpret as a change in control of processing. Schmidt
(1994b) argues that claims of evidence of implicit or explicit knowledge cannot be
made without an investigation of student awareness since it is learner-internal
processes that are involved. Whilst there“f’e/seme variation in opinion as to how

implicit language knowledge imay be'accessedy-it-cannot be disputed that most
1

research investigating yﬂveness, of L2 instruction to date has been based on

measures that requirgsthe appllcatlon of explicit knowledge under controlled
conditions (Norris an g ZOOG) Fhere are relatively few studies that include
language measures uiFin the stuﬁents to use spontaneous, fluent and
contextualized language, j regfucmg ,@he likelthood that students have the
opportunity to monitor thelr Iangﬂage pe&ermance using explicit knowledge. In a

"'-—..

recent review, R. E||I§ (2002a) Iooked at a number of studies that included a measure

J.”

of acquisition based" o‘h communicative free production ﬁ-.e., an activity that calls for
unplanned language use directed at fulfilling some communicative purpose). Seven
out of the eleven studies that fell within ithis' category showed that form-focused
instruction led to gains on measures of free language productions There was some
evidence to suggest that extended treatment 'of the‘target structureiwas more effective
than limited treatment. However, as Ellis cautions, the studies provided no
information about whether the learner’s production was in fact “free” and thus it is
impossible to be sure that learners had no opportunity to monitor their output.

The following is the summary of the way language was assessed in FFI

classroom.
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1. There are differences in the way that inductive instruction has proceeded in
these studies. In two studies (Robinson, 1996; Rosa and O’Neill, 1999) students were
told to look for rules as they completed practice activities but the rules were not
verbalised at any time. In Abraham (1985) and Herron and Tomasello (1992) students
completed practice activities but were not.told to look for rules.

2. One study (Robinson, 1996)"/k{ye§igated the relationship between

instruction and complexity-oi-grammatical struciure.No relationship between these
1

variables was found. _/ '
3. All studies na/geted adu>t populatlons No study has investigated the

effectiveness of deducli/ilf rnductwe rﬁstructlon on high school students.

4. No study hasaised m asures of both language comprehension and language

il
iy i'

production. Hulstijn and De raaff ,(1994)‘§xgggest that explicit instruction may have a
/ =g
23k
differential effect on language comﬁfehensmand language production.

4'““

5. No study ha§ mcluded a measure of oral Ianguage production.

6. One stud'y/ (Rosa and O’Neill, 1999) 1nc1ud‘ed an assessment task that
required a pressured Fésponse. Robinson (1996) measured speed of response on a
grammaticalityjudgment test.

7. No study measured the effects of instruction more than, one week after the
instructional treatrmients:

8. There is evidence from one study to suggest that deductive instruction may
be more effective for field-independent learners and inductive instruction more
effective for field-dependent learners (Abraham, 1985).

9. There are conflicting results with respect to the effectiveness of both

methods of instruction. While two studies (Abraham, 1985; Rosa and O’Neill, 1999)
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found no difference between the two approaches, Robinson (1996) found an overall
advantage for deductive instruction and Herron & Tomasello (1992) for inductive
instruction.

10. Only one study (Rosa and O’Neill, 1999), investigated the relationship

between the intended learning conditions and the actual learning conditions. Rosa and

r

O’Neill found that in both induetive and’ deduetive treatment conditions there were

students who formulated-and-tested hypotheses abouiithe target structure.

—

— H
In summary, sevgl;akvv yS.of assessing language were presented above. These
AW

indicated the necessity, 'luating the linguistic forms students have learned after

]
L

-

receiving the instructi % e 'eareher;gapplied the concepts of fill-in-test to be as
one of research instruments £o sess—étudéi-_rg’s grammatical knowledge.

FRAD W
.

i

Related studies concefning with form-focused instruction

_.? -3

J_..‘E'.::_v-_ _:_<‘,_‘,,,‘f4 L
A look at recent research in the area of second language acquisition reveals

-

that focus on form "jipstructiori_ has been eﬁ1pirica||y evaluated using a variety of

methodologies. Leeﬁ?ﬁn, Arteagoitia, Fridman, and ng;réhty (1995), for example,
compared focus on __f;orm instruction and focus on meaning instruction. The
participants consisted of two igroups (of US college students in advanced Spanish
classes, one of which received focus'on form instruction, the other of which received
focus on meaninginstruction. Rost-tests revealed that those 'students who received
focus on form instruction were more accurate in their production of Spanish verbs
than were those who received focus on meaning instruction. Doughty and Verela
(1998) examined the differences in the acquisition of English tense between junior
high US ESL science students who received corrective recasts and those who received

teacher-led instruction, mostly in the form of lectures. Regardless of the type of
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instruction they were exposed to, learners took pre-tests and post-tests. Those students
who received corrective recasts performed significantly better on post-tests than did
those who received teacher-led instruction. Jourdenais, Ota, Stauffer, Boyson, and
Doughty (1995) studied the concept of textual enhancement, which involves
highlighting forms with the idea that students will attend to them more frequently. In
one second- semester college Spanish cléé%f J;h(i_y established two groups, one of

which was exposed to Spanlsh verbs using enhanced-texts, and a control group, which
1

did not receive enhan:g'd«/ts Thmk -aloud protocols revealed that those in the

Q Spamsh verb forms more frequently than the control

experimental group att‘fﬂ
groups. Williams and Eva f1998)—stud-red the precision with which intermediate-

level ESL learners usedithe

il
iy i'

7é|ve v0|cefand adjectival participles. Two groups were

established, one which ce; ed mput rog[dmg, and one which acted as a control
~'i‘ 1-!

group. The results demonstrateloat the experlmental group showed more accurate

4'““

use of the passive tham did the control group, yet no 5|gn1f|cant differences were seen

| S

7 I

between the groups 1ﬁ terms of their use of adjectlva;‘partlmples Van Patten and
Oikkenon (1996) invé‘étigated the effects of processiﬁé instruction on a group of
secondary students studying Spanish at the lintermediate level. Processing instruction
involves an explicit explanation ¢of a certain, grammatical grule, followed by
contextualized pragtice: activities. “Participants 'were ‘divided into three groups, one
which received explicit explanations of rules, one which received contextualized
practice activities, and one which received both explicit explanations of rules and
contextualized practice activities. They found that those who only received explicit
explanations retained the fewest grammatical rules; the other two groups, on the other

hand, achieved significantly higher scores on post-treatment tests. Roberts (1995)
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analyzed the effectiveness of error correction in beginning-level students of Japanese
at the University of Hawaii. While his study was largely descriptive and contained
small numbers of participants, it showed that focusing on learners’ written
grammatical errors was more successful when errors were contextualized and
understood by learners.

Perhaps the most interesting studieé 6ff"foefgs on form instruction are those that
have sought to describe-what-happens‘in its ;tudént-generated variety, particularly

—- |
those by Williams (1999).and Poole (2003a). In the case of the former, eight students
elsfS

of various proficiency. tadying in an intensive English institute in the United

i

States were tape-recor % 0 V‘rinfg 45§minute class period for eight weeks. During
this time, they were in Iw/l/ groefjo aCti-_\{ities. Williams sought out to describe the

HA A A

types of forms that they attended to. Ov@i@u, the result revealed that, among other

o e 4
L] .‘l £

Vi ‘el
things, students infrequently é{teﬂded o grammar (20%) in favor of vocabulary

J Ly

(80%). In the latter, Roole (2003a) replicated Williais® (1999) study using 19 ESL

students in an advaﬁgg_d writing class in a large US um‘;grsity. Students were tape-
recorded for 10 weeké_f;)r a total of nine hours, during which time they were engaged
in a variety of'communicative group activities. As in Williams’ (1999) study, the
majority of students attended to vecabulary (89:8%) instead of, grammar (10.2%).
Although more ‘reésearch needs te’ bew done onestudent-generated..focus on form
instruction in order to find out more about how learners themselves attend to form, the
results from these studies suggest that learners are not able and/or willing to attend to
L2 grammatical forms, thus calling into question the efficacy of focus on form
instruction in fostering L2 grammatical development, at least in its student-generated

variety.
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The incorporation of form-focused instruction into content-based instruction

The combination of form-focused instruction and content-based instruction is
considered a new alternative to enhance students’ content knowledge and production
of linguistic forms. In this present study, the characteristic of form-focused instruction
particular incorporated into content-based,instruction are form-focused tasks.

Principles of the incorporation of fo{n'f;tecused instruction into content-based

instruction ~
— I

The origin of/?mvéting form-focused instruction into content-based

"any content-based courses in which those CBI courses

AJf

instruction were found

|
/

could not promote students’ atte tioﬁ on linguistic forms. Most of students in CBI

courses developed the ability t understarid ccontent subjects rather than the linguistic

forms. i ‘J S dia
JT,I
In other word, researcher_—found {Earstudents in these programs were not
il
19 s -

developing the IlngU|§t|c accuracy in production expectgd after years of meaningful

exposure to the Ianglf@e (Harley and Swain, 1984). Tﬁés‘é findings prompted a call
for a greater focus on I—é"cguage form within meaning-bagéd instruction.

Steps of  Incorparating Information Gap.-Tasks (Form-Focused Tasks) in
Content-Based Instruction

The steps 0f incorporatingfarm-focused tasks in' contéent-based instruction
were derived from the concepts of how to incorporate form-focused tasks in content-
based instruction proposed by Pica (2002, 2005) and Pica, Kang, and Sauro (2006)
The researcher combined the suggestions from those people to adopt as the teaching

steps in this present study.
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Throughout the lessons in this study, the learners proceed through the
following steps, each located a separate page with instructions not to turn back

Step 1 Reviewing Contents and Forms

Learners are required to do various kinds of activities so as to build up

student’s interest on the topics. The most ‘Ifrequent used activities are discussion about
the topics. The during the discussion, Iearhe{s__’ ﬁjj their own background knowledge
and existing grammar to participate in the discdssior{ -

Step 2 Initial Exgj;'rrf Contelgts and Forms

In this step, Ieam/a‘:the samme orlgmal passage, which was in the form of

J

?he ssage was eneoded in L2 forms that were

|
J

an excerpt of content in thg'less

low in salience, difficuli'to ma er but deVeIopmentaIIy appropriate.

s ‘-1
¥ %

Step 3 Form-Focused asks‘Practr(;gL
Learners each read a' shghtly dﬂ;t—'erent version of the passage without

J“‘*-

revealing their respeqtlve ver3|ons to each other. Each of the sentences in the two

-

versions has a phra§e’ in which a form with low saliegéejfrom the original passage
appears identically, in—?i"different order, or with a inghtl’Q different encoding. There is
the need to locate, compare, and then choose between phrases and sentences sets up
conditions for noticing a form as andtem unto itself as well as forgqeticing differences
among the forms that encode function@nd meaning in the.phrases and.sentences

Step 4 Considering Contents and Forms

Learners choose between the phrases or between the sentences that contain the
phrases and justify their choices. In Step 4, as the learners recall and write their
choices in a single cloze version of the original passage, they are given opportunities

for modified interaction and negative feedback, since mutual comprehension and
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agreement are necessary. With respect to attention, this phase of the task encourages
the learners to recall or retrieve their earlier choices, an experience that researchers
have claimed reveals further evidence for the different kinds of noticing, noted above.
This is reminiscent of Robinson (2003), who determines what is noticed in terms of

what the learner is able to verbally report.

J

Step 5 Recalling Contents and Forms’ff'_" >
_

Without looking back-at-their ‘€hoices-or the passages they have read, they

e il

— H
work together to writ::/ei?@i*ces in a single cloze version of the original passage.

/Corgparison and explanation, provides a context for

e
.l

-

"3.+|owever, the conditions are contingent on the

"3
’

Step 5, with its emp

conditions such as th aof'S

degree of consistency betwee the learners earlier decisions about the phrases and

AR A
J‘, i

sentences in Steps 3 and 4 nd the_; text oj{rthe original passage. If they are able to

achieve a complete match, tﬁere_—ls nO:HﬁGd for them to do much more than

4’“‘ -

acknowledge this steg and conclude the task. Should dlsﬁrepanmes exist, the need to

identify and explain"tﬁgm could activate interactional p@t‘ésses as well as attentional
ones, particularly thosé_""relating to their noticing the gap.

Step 6 Gamparing and ldentifying Contents-and Forms

Learners re-read the original passage, compare it with their cloze version,
identify any discrepancies, and pose explanations for them. Learhers’.participation in
all five steps can activate their attentional processes for SLA. However, their
participation in Steps 3-5 is especially well suited to providing spoken and written
data in which these processes can be identified. Finally, learners are required to
produce the final tasks by using the contents and forms they have leaned throughout

the lessons.
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Related Studies Concerning the Incorporation of Form-Focused Instruction in
Content-Based Instruction

As mentioned earlier, the incorporation of form-focused instruction in content-
based instruction is proposed as alternative approach of teaching. This kind of

instruction combination can promote, the learning of content and linguistic forms.

x.!‘

There are several studies implemented théf{gncept of the incorporation of form-
=

focused instruction in content-based instruction.

7|
The debate suri}n?'form-chused instruction is particularly acute in the

case of content-based omy where transmission of concepts and meaningful

"t

communication about ‘;/{ ubject ngatter 1S central. The very nature of content-
based classroom seems ct wath dr&wmg learners’ attention to linguistic forms.

f4
Ad W

However, it is precisely“the researchers Wtao are most familiar with content-based

classroom (Harley, 1994; Lyster 4398a 19&8&3‘ Swam 1988, 1995).

14“‘ —

Regardless of yvhere partlcular course falls on thg’ contlnuum of CBI, a focus

on language is helﬁfﬂJ to the learners in improving tﬁeflr language skills. Indeed,
Brinton, Snow, and Wesche (1989) included many éi%mples of language-focused
activities in their discussion of different types of-CBI. Achugar and Oteiza (2004)
observed that language instruction’ in content:based K-12 English as a second
language (ESL)!classes lis limited" to~vocabulary and ‘prereadimg.activities. They
argued that an explicit and planed focus on language is necessary for students to
become more proficient in the academic language that they need to succeed in school.
Their concerns were similar to Swain’s 91985, 2005) regarding French immersion
classes in Canada, that is, that students were able to communicate but still struggled

with grammatical accuracy. Both Schleppegrell et al. and Swain argued that
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something beyond a focus on meaning, specifically, different types of focus on form,
was necessary to push learners to an advanced level of proficiency.

Although several researchers have described, quantified, and tested incidental
focus on form in ESL classrooms, few studies to date have examined this

phenomenon in content-based classes, The difference in context is fundamental

r

because ESL class (e.g., a class at a private’{a‘_'aguage school) generally have a strong
=

13

language component, that-is;-what Lowen and Philp (2006) refers to as “ an

—

. |
underlying, pervasive Q;@aﬁding that the mamn purpose is to learn the target

language rather than aeade 1c content™ ((p.539 ). This is reflected in the course

-

B

objectives and the teagher’ e 'f)eetivebn the purpose of instruction. In contrast,

i
’

content-base course ( ivep's'v'ity ‘lﬁgrature class) bare designed to transmit

FRAD W
.

i

subject matter and the striictures may regardlanguage learning as secondary.
~ — % g y

el
In contrast to the findi’r;gjaf Oliver (2000), Ellis et al. (2001), and Lowen

” 7 A.‘l L
(2005) in ESL classes; studies of content-based classés have noted the lack of

T —
e L

attention to Ianguag%jiorm. Musumeci (1996) studied s&%nd-year university Italian
content-based classes (ﬁ;hysical and social geography) with the goal of describing the
nature of teacher-student interactions. She found that implicit feedback in the form of
negotiation rarely occurred in part because of teachers’ concern for embarrassing their
students’ and" because ‘of time ‘management issue. 'She..concluded..by questioning
whether or not more negotiation could take place in content-based class. Pica (2002)
examined teacher-led discussion in advanced ESL classes that had literature or film as
their primary content. Pica’s result indicated that the incidental focus on form was
minimal; teachers tended to focus almost exclusively on the content of the message

and not on the learners’ linguistic difficulties. As for pica (2002), after she found that
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the content-based class using film as the content did not promote the learning of
language for students, then, she tried to incorporate form-focused tasks in the same
film curriculum. The result revealed that students actively engaged in drawing each
other’s attention to forms as they advance their message meaning, using the very
scripts and reviews that had failed to inspire student’s attention to form during

discussion. “’{/}

-

Moreover, in ordei-to-incorporate forim-feeused instruction into content-based
1

classrooms, Pica (2002) }ugge S Wo approaches One approach is for the teachers to
modify their response dents uéerance in ways that would generate more
comprehensible input, ed C and prodactlon of student output. The other approach
is for the teachers to usg'dis s |on as an rhltlal activity to introduce or review content
and then follow with int ra |ve fgrm fcqa}sed tasks that promote opportunities for
more targeted input, feedback aed studeest:productlon of modified output. Two

4'““

examples of such tasks are close ended information Jrexchanglng tasks that ask

| S

students to reconstr‘uéi,a scene from the story and dicj‘oéloss tasks that encourage
collaborative reconstruct of the text. b

More récently,-Rodgers (2006) conducted- an 'empirical study in the same
context described earlier by Musumeci (1996)..The main question addressed by
Rodgersiwaswhether learnersiiniCBI€lasses made progress in their.grammatical and
productive language skills, despite not having received any formal grammar
instruction. In these second-year Italian geography classes, 16 preplanned language-
focused activities were included in the curriculum, and problematic linguistic forms

were addressed when they arouse (i.e., incidental focus on form). Data were collected

at the beginning and the end of the semester by means of written composition, a cloze



56

test, and oral interview. The finding indicated despite these promising finding,
Rodgers suggested that learners could have made even greater linguistic gains if more
focus on form tasks or activities had been included throughout the semester. Zyzix
and Polio (2008) investigated incidental focus on form in university Spanish literature

courses. Three university Spanish courses were studied over the course of a 15-week

t.!‘

semester. Data were collected through cla{s{'pbservation, instructor interview, and
=

instructor stimulated recalls-Using a modified version of Ellis’s (2001) taxonomy of

—— |
form-focused instructi(;%,,th‘?éund that recast were the instructors’ preferred from

of feedback, with negouiatio A explicrt correction being extremely rare. Especially,

-‘

.

alse suggest to further the additional research to

doo

in their study, Zyzix

determine how the inglusign f form fdeused task (Pica, 2002) would affect the

f4
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dynamic of a literature diScu 10n aﬁ Well‘a_s', learners linguistics development.

As mentioned above, |t |sgelearly siated that the incidental focuses on forms
14 e -

have been largely foupd in many content based classroams. As a result, in order to

-

strengthen both con‘téin,t and language of students, theLé“éhould have the place for
planned attention on Ti;nguistic form in content-based classrooms (Pica, 2002 and
Zyzix and Palio, 12000). Implementing form-focused fasks)are proposed as one
approach that can greatly enhanced ¢he production,of target featuges in content-based
classroom.

Summary

Based on the review of the literatures, the following parts are the major
findings the researcher utilized to develop the theoretical of this present study.
Considering Content-Based Instruction (CBI), this language approach has

been regarded as a successful approach facilitating students’ content learning. The
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theoretical framework for content-based instruction is required the learners to obtain
both language and subject matter through the content input. Due to the imbalance of
content and language focused in CBI, the language knowledge of learners is less
developed.

To design content-based course, geveral models of CBI were proposed as the

f

guidelines to implement content-based mst{u'(::tﬁg Six-T’s Approach in the theme-
based models is recommended-as an eﬂectivermodélx to design to reorganize foreign

—
language curricula and‘jssi's‘f i

. adaptgng EFL instruction into more coherent and

i :,T's /Approach includes. six components which are:

i

Tasks;-and Transitions. In Six-T’s Approach, it is

interesting formats. T.

Themes, Texts, Topic S

found that first consideration _u;tJBe éii_/ganrto an array of student needs, student
goals, institutional expectati ns,fgxwgérilable;;&s‘ources, teacher abilities, and expected
final performance outcomes. ’T J;-‘ﬂ

1 .
 f g _'_;a'_

In term of Fjgrm-Focuéed ‘Instruction (FFI), students’ ability of acquiring

language is the optiﬁglgoal of this language approach. j;rfle particular components of
FFI that is considered —é'gsential in driving learners to acq_t]ire language is form-focused
tasks. Form-focused tasks are pedagogical itasks as a piece of classroom work that
involves the learners in comprehending, manipulating, producing«or interacting in the
target language ‘while“their attention™is focused-on mobilizifg their grammatical
knowledge.

In this study, content-based English lessons incorporating form-focused tasks
were developed to enhance students’ content knowledge and grammatical knowledge

through the contents that were closely related to students’ lives and crated the course
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coherent. Coincidentally, students learned the language through the collaborative pair

works of form-focused tasks.

AU INENTNEINS
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CHAPTER I
RESEARCH METHODOLOGY
This chapter presents the research methodology used in the present study to
explore the effects of content-based English lessons incorporating form-focused tasks
on upper secondary school students’ content knowledge and grammatical knowledge.
The descriptions of the research desigh-,/{/p’gfu;_'lations and participants, research

procedures, research instruments; data-collection;-and data analysis are presented in

—- |
this chapter. 7 S
Research design (=9
This study was.@ single'g Buﬁpréiest-posttest experimental design that aimed

to explore the effects of c

tbased Engllsh lessons incorporating form-focused

¥ -
£ -‘ "

tasks on upper secondary chool‘ studenﬁ‘ content knowledge and grammatical
JT,I
knowledge. The lessons used m—_the premstudy were the content-based English

,J“= ——

lessons mcorporatlng iform focused tasks. Before and afi€r the instruction, students’

-

content knowledge "arfg‘grammatical knowledge were t‘g‘sféd using two tests. These
two tests were a content knowledge test (multiple-ch&fce test) and a language test

(fill-in-test). Thie research design is+llustrated in\Figure 1.

@ X ©

O represents a pretest and a posttest which includes content knowledge test
and language test.
X represents a treatment which is content-based English lessons incorporating

form-focused tasks (CBI + FFI).

Figure 3.1 Research design
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Research Procedures

The research procedures comprised of three phases. The first phase involved
the preparation stage. The second phase involved the implementation stage. The third
phase involved evaluation stage. Figure 3.2 illustrates the overview of research

procedures of the present study.

Phase 1: Preparation stage

1. Developing the courseJmateriaIs Dased on Six-T’s
Approache(Stolfer.and Grabe, 1997).

2. Developiﬂg thedesson alans based on the concept to
incorporate formfocused tasks in.content-based instruction
proposed Py Piga. (2002 '@005) and Pica, Kang, and Sauro
(2006): L. -"_

3. Developing the content knowledge test and the language
test to be used as the pretest at)d the posttest before and

after the mstrgct_l_o,n. T

Phase 2: Implementation stage

1. Administering the pretest of content knowledge test and
language-test.

2.. Conducting the content-based English lessons
incorporating form-focused tasks.

3.1 Administering'the pasttest of content knowledge test and

language test.

L

Phase 3: Evaluation stage

1. Analyzing the data obtained from the content knowledge
tests using t-test and finding effect size (Cohen, 1998).

2. Analyzing the data obtained from the language tests using
t-test and finding effect size (Cohen, 1998).

Figure 3.2 Research Procedures




61

Population and participants

The population in this present study was upper secondary school students in
Thailand. The participants were purposively selected from Banphuepittayasan School.
One class of eleventh grade students was randomly selected to participate in this
study. There were forty-five participants consisting of twenty male students and
twenty-five female students. These eler/’e,rj_tjnz ;grade students possessed similar
characteristics in term of age study ﬁrogram: students’ average grade in English

W
subject, and students’ ‘tﬁpkgr fnd knowledge about local cultures in Banphue. All

participants were sev years old and were studying in Mathematics-Science

-‘

-

‘roﬁcieﬂcy considered from their previous English

program with adequa I
grades. Additionally, al" of ith were reerdents of Banphue. Being as local people,
they have experienced and have beep famrf liar\ wrth the cultures of Banphue.
et .f':ifa
Instruments — —
T 7
219 el =

In this present study, there are two main mstruménts which are instructional

-

L)

instruments and rese“a(gh instruments.
Instructional Instrume_ﬁ'rs

Two forms; of Jinstructional instruments, course materials and lesson plans,
were used in this present study. Thiey were developed by the researcher using the
following pracedures.

1. Course materials

The course materials used in the present study were designed based on the
Six-T's Approach proposed by Grabe and Stoller (1997). These course materials were
used as the main source of materials for students to learn in these content-based

English lessons incorporating form-focused tasks. The contents of the course
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materials were about local cultures in Banphue. The contents about local cultures in
Banphue were chosen because learning about local cultures was one of the school
goals stated in the school curriculum.

The Six-T's Approach includes six components which are: Themes, Texts,

Topics, Threads, Tasks, and Transiti Particularly, in the component of ‘Task’, one

form-focused tasks were incorporated

e

a5€—course- . Each ~ component  of

1

IS ‘\ as follows. Table 3.1 shows

Six-T’s Approach was d

how the course materi 2d on the Six=T's approach.

AU INENTNEINS
RINNIUUNIININY



Table 3.1

The course materials designed based on the Six-T's Approach
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Themes Topics Threads Texts Tasks | Transitions
Historical Background
of Tai Phuan
Tai Phuan . o ,
Tal P W N T
Ethnic Group / RN Tuctor-
: 1* mpiled
e - . B
& 'l co’ntent Form- Topical
Sacred iy esources | focused | transitions
A
tasks
Phu Phrabat Hl_s_l_;@f
Park:tunnel to the past | fg— - Instructor-
W S— | \'j
Arts thrcmgh e age: g_merated Product
Phu PhrabatHistorical logal content ion Task
| ) ‘ ‘
ﬂ u EJar’Ig ‘V] EJ ‘cﬁtﬂ& asmg tasks transitions
B
: ¢ o s
TN el UIT1INE 6
Phuphraaitw : a1 tJ i q ﬂ EIP]‘ Gq El
Historical Phrabat Historical Park | historical
Park place.
Usa-Baros: love legend
in Phu Phrabat
Historical Park
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Themes and topics

In these course materials, two themes about local cultures in Banphue were
used to design the content of the course materials. In each theme, four related topics
were explored

Two themes were selected as the result of the focus group interview was

conducted in order to derive the themé’&f'_' and topics to be proposed on the
=

questionnaires. The focus-group-interview consisted of 5 local experts who were

_— H
specialized on Banphu:f?fués (See Appendix K). All the focus group participants
were formally intervie /bﬁut logal cultures in Banphue in order to seek the themes
about local cultures indanphué and-alse the possible topics that the students should

study under each them Bl

Four related topics under each thefme, were derived from needs analysis. The

researcher developed both Thai—and English two-sectioned questionnaires (See
3 4 B ai ) "
s S ==

Appendix H). The “first section was used to elieit/ participants’ demographic

L

information. Other s%?ﬁon consisted of the six items in tb%%heme of Tai Phuan Ethnic
Group and other six ité_r%s in the theme of Phu Phrabat Historical Park.

The responses were ithen analyzed in order to extract the essential learning
topics under each theme that weresto be included in content-based English lessons
incorporating formfocused tasks.“Thevneeds survey results reported that the eight
most preferred topics were respectively chosen; (The theme of Tai Phuan Ethnic
Group) Historical Background of Tai Phuan, Tai Phuan Family and Housing, Tai
Phuan Language and Literature, Beliefs, Traditions and Sacred Practice of Tai Phuan;
(The theme of Phu Phrabat Historical Park) Phu Phrabat Historical Park: tunnel to the

past, Arts through the ages in Phu Phrabat Historical Park, Stone story in Phu Phrabat
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Historical Park, and Usa-Baros: love legend in Phu Phrabat Historical Park (See
Appendix I)

As the purpose of the present study also focused students’ attention on forms,
some grammatical topics were chosen. The grammatical topics presented in each

lesson were derived from the grammar forms required for eleventh grade students to

r

study in the school curriculum. To select o{rrﬁ,eight grammar forms, the researcher
= ar

chose the forms that were-found-in the aVailable texis-and materials of each topic.

ﬂ

Texts /,f""
Y

§ resear_chgr utilized two main kinds of texts. One is the

In this present s
text the researcher pur D’y(y produeed-for this present study such as worksheets and
e

&
)

graphic presentations t ed as _pﬁéctioés, and illustrations in the lessons. The other

HSRAS 2
4

is the text that the researcher brought ftom other sources such as Phu Phrabat

s - ey
Historical Park handbook, Ban’c;hiﬁng Museum” handbook, brochures of Phu Phrabat

J Ly

Historical Park, VCD;for introa-uéi'_r]g Phu1PIj1rabat Historical Park, VCD of Kum Fa

Y o

Ritual and map of L‘ag_s_ These materials were used to dggéllop the core content of the
lessons. The criteria i_é; select the texts were the standards and expected learning
outcomes for eleventh grade students stated in'school curriculum. The texts selected
contained the linguistic forms required for eleventh grade students to explore in the
study.

Threads

The thread used to link the two themes in this study together was students’
responsibility to preserve the local cultures and historical place in Banphue. As stated
in the school goal the students should take into consideration the value of local

cultures and historical place; therefore, students’ responsibility to preserve the local
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cultures and historical place in Banphue was therefore chosen to be the threads for the
course materials. By learning about each topic in the course materials, students will be
equipped with knowledge about Tai Phuan and Phu Phrabat Historical Park which
will help enhance their sense of responsibility.

Tasks

x.!‘

The tasks used to explore the subjé/elf' _matters and languages in the present
=

study were form-focused.tasks.-The form-focused fasks implemented are called the

—

- H
information-gap tasks ;W./,QEBO). The information-gap tasks were chosen because

upper secondary stude;/poé:ess sufficient English proficiency to learn the contents

L
.l

-

and figure out linguisti€ rules "'yv'fhemsewes. Another reason is that information-gap

- L
’ )

u condmom for learners to focus on L2 forms. In the

AR A
J‘, i

tasks have been found i0 s

process of carrying out the t ks tpdents a@e reqwred to verbal exchange of content
i

information, the use of checks anekrespons&sr?or clarity and comprehensibility (Pica,

"‘-—_

Kanagy, and Falodqn 1993) and the kind of reghrasmg, replacement, and

manipulation of pho"nﬂlogical and structural features thaff’clicus on L2 form (See Pica
1994, for review). Thé_';hree types of information-gap tasks used in the present study
were ‘Spot-the<difference task’; ‘Jigsaw task’ and ‘Grammar communication’.

In addition to form-focused tasks, the production tasks aresalso included in the
present study. The ‘praduction taskstare the tasks 'that-students use contents and
language learned from the lesson to complete the tasks. The production task from
each topic of the theme was compiled to produce the final project as presented in
Table 3.3. In the theme of Tai Phuan Ethnic Group, the production task from each
topic was arranged to produce the brochure to introduce Banphue Tai Phuan (local

people) and the production tasks each the topic in the theme of Phu Phrabat Historical
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Park was compiled to make the PowerPoint presentation about Phu Phrabat Historical
Park (local place).
Transitions

The transitions used to create links across the topics under each theme are both

pical transition is to build up

students ‘appreciation M thrc atious aspects starting by learning

\ Phuan Family and Housing,

Tai Phuan Language ! ; LN | ons and Sacred Practice of Tai
\ '* Park, the topical transition
ous tourist attraction following

oy
these topics; Phrabat Historical Par nel o the past, Arts through the ages in Phu

. -Ca| Park, and Usa-Baros:

i
ﬂuﬂqwﬂﬂﬁwanﬂi

AMIANTUNNIINYAY

Phrabat Historical Park

love legend at Phu Phtaba
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Table 3.2

The Topics, Linguistic forms and Form-Focused Tasks Used in the Lesson Plans

Topics Linguistic forms Form-Focused Tasks

Unit 1

Tai Phuan Ethnic Group

1. Tai Phuan Family Jigsaw

and Housing : =

2. Historical BackgroV lassive voice of Spot-the-difference

of Tai Phuan ' past sim ense

3. Tai Phuan Language "/ [ Present : te iS¢ Grammar communication
and Literature -

4. Beliefs, Traditions and & ' ;-; /e A \ Spot-the-difference
Practices of Tai Phuan :

Unit 2

Phu Phrabat Histc

5. Phu Phrabat Histori ‘7 : s | Jigsaw
et 4R AN AN THYINT

6. Arts through the ages in Present part|C|pIes S ot-the-difference
oA 70 YA INYAE

7. Stone story in Phu Phrabat Past participles Grammar communication
Historical Park

8. Usa-Baros: love legend in Relative pronouns Jigsaw

Phu Phrabat Historical Park
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Task transitions

In this study, there were two kinds of task transition: task transition in one
topic and the task transition in the different topics. As for the link between tasks in
one topic, the tasks were designed for the students to be able to transfer the
information and skills learned in the prior, tasks in the following tasks. In each lesson,
the participants read the original passage}éfng,iagn did one of the following tasks:
reorder the pieces of information finthhe dif;erehces between the original version
and new slightly differe e or choose the sentences or phrases that carry out the

information in the origina passage A!fter they compared their passage with the

r3|on of—thelr passage. Then, they were asked to fill

partners and choose t

in the blanks in the cloze/p sage i ﬂne following step, they read the original

H& -‘,4 ¥

passage, compare with the cloze ve,rsmn ayp |dent|fy the differences. Before ending
the lesson, the participants wereassngned:temse the information learned to do the

14“‘ —

production task. The @roductlon task in each lesson was ﬁssugned for the participants

| S

to use the content aﬁ'd/_l_anguage they had learned througﬁb&t the lesson to produce the

task.

As for the task-transition between the topics, the production task from each
topic of the theme was compiled to produce the final project as presented in Table 3.3.
In the theme' of 'Tar Phuan EthrictGroup, the ‘production task ‘from.each topic was
arranged to produce the brochure to introduce Banphue Tai Phuan (local people) and
the production tasks each the topic in the theme of Phu Phrabat Historical Park was
compiled to make the PowerPoint presentation about Phu Phrabat Historical Park
(local place). The connections of tasks in each lesson described previously may create

the continuation of the participant’s learning during the lesson; therefore, the
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participants could figure out how content and form were placed and used in the
lesson.
Verifying the course materials
The course materials were checked by three experts for content validity. The
three experts agreed that the course materials had the content validity. However, they
commented on the difficulty of some words’ftfs_edzin the course materials. Hence, the
researcher revised the course-imaterials accoréing to the suggestions of the three

experts by changing so:ys‘ that the experts thought not appropriate for the level

of the participants. Thes€ousse materials=were then tried out with the lesson plans in a

class of forty students e fron*rthe-same program but were not the participants.

/(e
Table 3.3 /

Task Transitions among plgé in the themej

*f.
Topics T ?—;_ Production tasks

Tai Phuan Ethnic Gioup ij

1. Historical Backgroqu of Tai Phuan IIIu_s_Tt_rations showing the
geographical movement of Phuan
community

2. Tai Phuan Family and Housing Paragraphs explaining the
idéentities of fraditional Phuan
house

3. Tai Phuan Language and Literatures Paragraphs comparing Phuan
language and central Thai.

4. Beliefs, Traditions and Sacred Practices Trip plan for experiencing twelve

of Tai Phuan traditions of Phuan.

Final Project Producing the brochure to

introduce Banphue Tai Phuan
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Topics

Production tasks

Unit 2
Phu Phrabat Historical Park

5. Phu Phrabat Historical Park:

tunnel to the past

6. Arts through the ages in
Phu Phrabat Historical Park

7. Stone story in Phu Phrabat

Historical Park

8. Usa-Baros: love legend
in Phu Phrabat Historical Park

Describing a miniature garden of
Phu Phrabat Historical Park

Making cave arts in artificial
cave wall and describe how that
eave art reflects their community
1N the past

Making the model of religious
rock.and explaining the
importance of religious rocks at
Phu Phrabat Historical Park.
Performing one scene of the play

‘Usa-Baros’ as the group.

Final Project

Producing the PowerPoint
presentation about Phu Phrabat

Histarical Park (local place).

2. Lesson Plans

-

In the present studys.eight lessen, plans, (see Appendix-B) were constructed to

use in a supplementary course offered in summer 2010 entitled Exploring Banphue’s
Cultures: This' supglementary-course“was developed aceording~o ‘the objectives of
school curriculum of Banphuepittayasan School to have an English course that can
build up the love and pride of local cultures, emphasize students’ responsibility to
preserve their own cultures as well as equip students with the ability of using English.
Each lesson plan lasted for 100 minutes. Each lesson plan included the title of the

lesson, date and time allocation, objectives, level and numbers of students,
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background knowledge, materials, evaluation, and procedures.

The lesson plans were designed based on the concept of how to incorporate
form-focused tasks in content-based classroom suggested by Pica (2002, 2005). The
researcher has implemented what Pica suggested as the teaching steps in each lesson

of the lesson focused on both contents and

plan as presented in Figure 3.3. Each ste

forms.

AULINENINYINS
ARIANTAUNIINGIAE
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Focus on meaning

Students use
information they
already know in

discussion.

Content-based English lessons
incorporating form-focused tasks

Students pay
attention on the
content found in

the passage.

| forms

Step 1 : Reviewing Content sand

Focus on form

Objectives: activate students’

background knowledgel " _
Activity: discussing

Students pay
attention on the
content and try to
understand them.

| ObjeetiV .provide tudents the
cor?%i foum in_low salience.
Ae y reading, . 4

Step 2: Initial explorlnq of contents
and forms

Students use any
linguistic forms
they already know
in discussion.

Sieb 3zPraciicing form- focused tasks
Objegtive® get students to come across

Students pay
attention on the
form found in the
passage.

the™ co ent and form in ‘different
versi
ACtIVItIe§ readmg andc‘fOﬂS|der|ng

Students compare
the content.

Step 4: 6ons;der|nq con‘teﬁs and
forms . =T
Qbjective: “have studénts‘ ‘compare.

Students pay
attention on the
form and try to

encode them.

cahtent and form in their passages. -1

Agtivities: comparing and justifying = |

Step V: Recalling contents and forms

Students compare
the form.

Students recall and
notice the content.

Y 9

Objective: get students to recall and
notice the content and form they have

read.
Activities: recalling and:fillinglin

Step VI: Comparing and identifying

Students foeus oni
content by
considering the
right and wrong
contents.

contents and.forms
Objective:. Lbuild ' wp | students’
understanding of how forms are

Students recall and
notice the form.

related to the content.
Activities: reading, comparing,
identifying, explaining, and discussing

Students focus on
form by
considering the
right and wrong
forms.

Figure 3.3 The teaching steps of the content-based English lessons incorporating form-focused tasks
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The first step in each lesson is called “reviewing contents and forms”. This
step aims to use discussion as an initial activity to introduce or review the contents
and forms. In this step, student use information and language they already know to
participate in the activity. In this study, the researcher used several activities to review
the contents and forms as well as to draw the participants’ attention to the lessons such
as discussing the old map and present maps/ ef _Laos, showing the pictures of Tai

Phuan house and brainstorming pros aﬂd cons, watehing the VCD of Kumfa Ritual

and discussing about rt,,,hste iGto. the, Phuan conversation and giving the meaning,

and experiencing the real st e boundary and answering guestions.

The second st 'I/Séll “m_itta explormg of contents and forms”. In this
step, each student read the orlgtnal passage which was in the form of an excerpt
of content in the lesson. Whl e readmg the dugrnal passage, students pay attention on

_"i e -"J!‘

both information and grammar foBer in the:)eassage The passage was encoded in L2

forms that were low. m sallence dlfflcult to master, but d'evelopmentally appropriate.

-.d' n I

wd
In other words, researcher adjusted the passage to e more comprehensible and

simpler by changing aome difficult word choices, cutting some irrelevant phrases or
sentences, and adding the important information!

The third step is called “practicing form=focused tasks*.“The form-focused
tasks implemented-in this present study were the information-gap tasks (Long, 1980).
Three different information-gap tasks used in the lessons were ‘spot-the-difference’
task, ‘jigsaw’ task, and ‘grammar communication’ task. One task was particularly
used for one lesson. In this step, the students were paired up and did the tasks together
throughout the lessons. Each student read a slightly different version of the passage,

without revealing their respective version to each other. In ‘jigsaw task passage’, each
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student reorder the information as appeared in the original passage. In ‘spot-the-
difference task passage, each students underlined the phrases that were different from
the original passage. In ‘grammar communication task passage, each student chose
among phrases that contained specific forms or features as appeared in the original
passage.

The fourth step is called “considetfngf contents and forms”. This step aims

students to pay attention.en-thie-contents and-iorms-they did in the previous passage
t

and consider them wtt_l,?ev In pairs, the students compare their passages by

looking for the forms and sentence that are different. They then are asked to

choose, which ones th esound—beﬁfCr and justify their choice.

The fifth step is called “recallmg eqntents and forms”. In this step, students

recall choices from step fqnir and |nsert m;t; Pze version of original passage with

-‘a-‘,

respect to accuracy and approprlateness In- other words, students notice gap between

Y o

passage. Without Iookfng back at their choice or the passage students have read, they
work together to write theit,choice in a single cloze version of the original passage.
Although recalling‘a’phrase*with‘a‘target form'is censidered a‘good translator that the
form has beennoticeds(Rebinsony 2003)recalling isqnot the,only goal for this task
step. Student’s discussion, argument, and justification for their forms of their form
selections are important mechanisms for drawing their attention to form and meaning.

The final step is called “Comparing and identifying contents and forms”. In
this step, students compare contents and forms in cloze passage and original passage

and identify the difference between contents and forms in cloze passage and original

passage. Student re-read the original passage, compare it with their cloze version,
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identify any discrepancies, and pose explanations for them. As with step five, its
student’s discussion for form that is especially critical to building their awareness of
its connection of content. After students understand the correct contents and forms
used in the original passage, they are asked to do the production task in order to check
their understanding of contents and forms,
J
Verifying the lesson plans // 7

The four lesson plans-of-the theme of-lai Phuan Ethnic Group were checked

g—

. |
by three experts (see y( 1) TkSa experts’ eomments were mainly about the
amount of time for e lgSSany The hree experts were concerned that the time

|
-

allowed for students tgsdo activit s rn eaeh step was not enough. The researcher then

revised the lesson plans acc rdlng to’ fthe experts’ comments by adjusting the

.’.."* H
- R

instruction in each teaching eps tg e snnpj_er and more explicit so the participants

J.a(

could do the activities faster. The:four Iessan plans then were used as the model to

JL" —

develop the other fouglesson plans In the following stepﬁour lesson plans were tried

out with a group of"firty eleventh Grade students whicﬁ\ﬁere not the same group as
the participants but sﬁ'é{‘red the same characteristics in terms of their study program
and average grade in/English subjects.

From the pilot study, it was shown that the,participants were not familiar with
the patterns 'of activity. They rarely thad the chances! to-read "English passages by
themselves and interact in English with friends. Since this was not a problem from the
design of the lesson plans, therefore, no change was made. The final versions of the

eight lesson plans were implemented with the course materials.
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Research instruments

Apart from the instructional instruments, this present study employed two
research instruments including a content knowledge test and a language test to
examine the effect of the treatment in this study. A content knowledge test and a
language test were used as the pretest and posttest before and after the instruction.
The descriptions of each instrument were aé%e{ﬂgw)s:

1. Content Knowledge-Fest ~ 7

—-“—r |
The content kn‘guleﬂ dest Lgsed In this present study aimed to assess

students’ abilities to understand/the/information learned in the lessons. The researcher

used the level of knowledgeiof orrr’s t&xonomy to construct the test. As the content

.
’

used in the present study was Ievant to-’the content of Social Study subject; hence,

f4
“.i

the researcher used the‘ev uatlor; of coy:tgnt knowledge’s level of Social Study

J.a(

subject of Grade 11 students sfate& in B&&E—Educatlon Core Curriculum B.E. 2551
-

(A.D 2008) to deslgr;L the test As found in Basic Educﬁtlon Core Curriculum B.E.

2551 (A.D 2008), a’n’ajyzing the information is the abﬂi'&/ for Mattayomsuksa five
students to achieve. 'I:ﬁijs, the ability of analyzing is more focused by researcher to
construct the test (See Appendix E).

This content knowledge test was developed to be usedsas a pretest and a
posttest to evaluate students’ content knowledge befare and after the-instruction. The
content knowledge test consisted of 5 items for each lesson; hence, there were 40
items altogether in the test. The time allowed to take the test was 50 minutes.

Verifying the Content Knowledge Test

This content knowledge test was checked by three experts for the accuracy of

indicated level of knowledge, the appropriateness of language, and the consistency
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with the course materials. The three experts agreed that each item was appropriate to
assess the indicated level knowledge and the content of the test was relevant to the
course material. However, three experts commented on the difficulty of language used
in the test especially word choices. Hence, the researcher revised the test according to
the comments of the three experts.
J
The test then was tried out and yieic(eq’{h;itest reliability of 0.68, the level of

difficulty between 0.20-0.80;-and the power-of diserimination greater than 0.20. All

—- |
these three numbers pr(j}edfth/his tesg was acceptable (Wadkhean, 1982). This test

was scored by giving @ne peoint for correct answer and zero point for wrong or no

. i 5 &
‘ 4
h v

ey

answer.

2. Language Te

f4
Ad W

|n thrs presmt study was in the form of a fill-in test

,J_g(

(see Appendix G). The grammar—rules tesﬁed in the language test were the eight

The language test us

,J“= ——

grammar point reqmrgd for Grade eIeventh students to stgdy in school curriculum.

s-'

This Ianguage’z-test was used to test the studep‘rsf{ grammatical knowledge
before and after the iﬁ"struction. Each test consisted of two passages that had the
content relevant to|the lessons learned in the course material. Each passage consisted
of twelve blanks to fill in; hence, there were 24 blanks altogether. dhe grammar points
taught In the'lessons were randemily Selected and'replaced by blanks to be filled in
with correct forms. To score, the researcher awarded one point for each correct
answer and zero point for a wrong or no answer. The time allowed to take the test was

50 minutes.
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Verifying the Langauge Test

This language test was evaluated by three experts. The experts were asked to
check the consistency of test content and course material and the appropriateness to
assess the indicated linguistic forms. The experts agreed that the test content was
consistent to the course material and .could assess the indicated linguistic forms.
However, they commented on-word choices "’Gs’é_d ip the test saying that some words in

the test were too difficultfereleventh grade studenis.-The researcher, thus, revised the
|

test accordingly. P, .
Then the test v:/m out with \lgne group who were from the same program

but were not the participan 3 :After the-administration ofithe tests, all test items were

analyzed for difficulty iz and dise'rimiiﬁhtion index of the test. The results from the

A “,i ¥

tryout of the test yielded‘that the te§t Wwast a(;ceptable with the test reliability of 0.64,
F =

the level of difficulty between 920 0. 80,—_and the power of discrimination greater

ot -...|' "-.i“‘

than 0.20 (Wadkhean,41982) ' L)
| v ]
Data Collection o

The data collection was carried out in two fihases: before and after the
instruction. The whole ‘experiment lasted! 10 weeks. Before participating in the
instruction, the participants were given an overview of this study. ;They were briefly
introduced 'to the content' andtasks/activities theytmight'be invelved.with during the
instruction. In the first week of the study, the pretest of content and language were
administered to the students in order to assess upper secondary school students’
content knowledge and production of linguistic forms. Then, students participated in
the lessons for eight weeks. At the end of the instruction, the students were posttested

with the same content knowledge test and language test.
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Data Analysis

The data from the two tests were analyzed as follows:

To answer the two research questions which concerned the effect of content-
based English lessons incorporating form-focused tasks on students’ content
knowledge and production of Iinguisticl‘ forms, the data gained from the content

knowledge and language tests were used. T{ejaw scores from pretest and posttest of

content knowledge testswand-language tesis-weie-analyzed using SPSS program
window version 16. A d/epenff t-test was used to-check whether the mean scores of

pretest and posttest w ifi nt y different or not. Ifit was less than .05, it meant
that the mean score of pretgst an posttest were significantly different. In addition, t-

value and df-value wer t exar-mne the effect size (Cohan, 1988) to see whether

}-;4 i

sh essgnﬁ mcqmgratlng form-focused tasks affect the

‘_'.- '

participants’ content knowledge—eed grammaﬁcal knowledge. The effect size was

l_f“‘- | =

the content-based Engl

divided into three ranges. The effect size between 0.0-0.2 means that the instruction

- ——d

had a small effect oﬁ‘fﬁe participants’ content knowledg'g‘ajnd production of linguistic
| |

forms. The effect size between 0.3-0.5 means that the instruction had a medium effect

on the participants? content knowledge 'and production of linguistic forms. The effect

size between 0.6-2.0 means that thesinstruction had a large effectson the participants’

content knowledge’and'production‘af linguistic forms.
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RESULTS
This study was a single group pretest-posttest experimental design that aimed
to explore the effect of content-based English lessons incorporating form-focused
tasks on upper secondary school students’ content knowledge and grammatical
knowledge. The participants of the study. Wr{@-five eleventh grade students from

Banphuepittayasan Schoelk-Jdorithani’ The instruments used in this present study

— |
were the course maten:‘&eﬁson plins a content knowledge test, and a language

test. The findings of th ch study were summarized in two sections according to

J

|rs% seetlon of the Tindings answered the research

. L
’ )

|
J

the two research quesiionss The

question 1: How do content-b ed Engllsfa lessans incorporating form-focused tasks

s ‘-1 H
- R

affect students’ content kno edge” The sgf_:gnd section of the findings answered the

J.a(

research question 2: How do e&ntent baSﬁeF Engllsh lessons incorporating form-

14."\ —

focused tasks affect stydents grammatlcal knowledge?

\7 X
Research question 1: How do content-based EngllshTessons incorporating form-

focused tasks affect students’ content knawledge?

To examine“the-efféect ‘of content-based English lessonhs incorporating form-
focused-, tasks ~on~students’ ~contenty knowledge; arcentent knowledge test was
conducted two times: before and after the instruction.

The researcher constructed the content knowledge test using the levels of
knowledge based on Bloom’s taxonomy (1956). The test was divided into eight parts
according to the eight lessons in the course materials. There were five items in each

part; hence, the test consisted of 40 items. Four levels of knowledge were checked in
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each part of the tests which were remembering, understanding, analyzing, and
evaluating.

The mean scores from the pre and post content knowledge tests were
compared using t-test. The mean and standard deviations of the scores from the pre

and post content knowledge tests are presented in Table 4.1

Table 4.1 A-’fff' ’
=
A Comparison of Overall.Mean Scores from the Pre and Post Content Knowledge
Tests (N=45) — 5
_(f"f{; |
Content knowledge test X E Mean t. df. Sig.

A /4~ Differences

j 4 N P—
Posttest 408 |\ AA708, "\ -44261 44 000*
Pretest B8 (- ks 44
4 J .‘-i !
I d

*p<.05 Ty

As shown in- Table 4. 1 the part1c1pants content }mowledge about Tai Phuan

ethnic group and szu Phrabat Historical Park was enhénced after receiving the
content-based English—l’essons incorporating form-focused tasks. The results of the t-
test indicated thatthe partiCipants @hbtained-a Significantly higher mean scores (Mean
= 24.96) in the posttest than in the pretest (Mean = 7.88) at the significant level of p
<.05. Moreover, the results of the test, obtained the large effect size at the level of
0.65. This large effect size proves that the significant increase in the mean score of the
posttest was the result of the content-based English lessons incorporating form-
focused tasks.

In addition to the total scores of the pre and post content knowledge

tests, the tests were analyzed in details to examine whether each topic of content
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knowledge was enhanced or not after the participants received the content-based
English lessons incorporating form-focused tasks. Table 4.2 presents the pretest and
posttest means scores of eights topics of content knowledge.

The results from Table 4.2 revealed that the knowledge about all of the eight
topics of content knowledge of the par}icipants was enhanced after receiving the
content-based English lessons incorporatirii(fgjim;focused tasks. The finding showed

that the mean scores on the-post-test of'conient kriawledge increased in eight topics.

g— .
There were differencesga&vvfé' the pre and post mean scores of all eight topics of

content knowledge at_a“significant

improved their conte / e th é’r&ght topics after they received the content-
based English lessons in€orporating férmlfppused tasks.

level p < .05. This means that the participants

i

-
*

Table 4.2 o 'ﬁfﬁ..

A Comparison of Overall MeahScores frd?i}_jfmfz Pretest and Posttest of Eight Topics
L

of Content Knowledgpl(N: 455*;--:: E , p

Topics ~ “ Mean W:-;Mean
J Pretest Posttest  Differences  t. Sig.

1. Historical Background 0.84 348 2.29 -21.125 .000*
of Tai Phuan
2. Tai Rhuan Family 111 3.04 1.93 -12.315  .000*
and Housing
3. Tai Phuan Language 1.02 3.44 242  -19.365 .000*

and Literature
4. Beliefs, Traditions and 0.95 3.35 2.40 -18.103  .000*

Sacred Practices of Tai Phuan
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Table 4.2 (Continued)

A Comparison of Overall Mean Scores from the Pretest and Posttest of Eight Topics

of Content Knowledge

Topics Mean Mean
Pretest Posttest Differences t. Sig.

5. Phu Phrabat Historical Park  1.00 3,29 2.26 -21.123  .000*
: tunnel to the past e
6. Arts through the ages in 0.91""II o 1.82 -13.055 .000*
Phu Phrabat Historical Pask™ |
7. Stone story in Phu Phrabat 1,08 1 RO% 189  -19.571  .000*
Historical Park 4 ‘_. L
8. Usa-Baros: love Iegen)}/i;lt-’: 0.97 Y, 3.04 207  -15589  .000*
Phu Phrabat Historical Paﬂl(r {1 “
Overall scores J —es é@a}s 17.08  -44.261  .000*
*p <.05 — ?—‘:‘

Research question..z-:,:",r_How do con.fent-based English Ie_ﬁ;ré?ns incorporating form-
focused tasks affecf gjtbdents’ grammatical knowIedgei.;J

To examine thg effect of content-based Englis-f:-lessons incorporating form-
focused tasks on students’ qgrammatical’ knowledge, a language test was conducted
two times: before and after.the instruction,

Tthe language test was developed to examine the participants’ grammatical
knowledge. The test was a fill-in-test. There were two passages in the test. Each
passage consisted of 12 blanks; hence, there were 24 blanks altogether in the tests.

The mean scores from the pre and post of language tests were compared using

t-test. The mean and standard deviations of the scores from pre and post language

tests are presented in Table 4.3
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Table 4.3

A Comparison of Overall Mean Scores from the Pre and Post Language Tests (N=45)

Language X Mean t. df. Sig.

Differences
Tests

Posttest 15.07 44 .000*

Pretest

*p<.05

i ] |
In addition to fa total scores of the pre and posDanguage tests, the tests were

S L LU RALALLE

knowledge was'enhanced or not %ﬁer the part|C|pants recelved the content-based

e g o YA Bl vt

posttest means scores of eights linguistic forms.
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Table 4.4

A Comparison of Overall Mean Scores from the Pretest and Posttest of Eight

Linguistic Forms of Grammatical Knowledge (N=45)

Topics Mean Mean
Pretest Posttest Differences t. Sig.

1. Past simple tense 0.3§ 1.66 133  -12.649 .000*
2. Passive voice of past simple tense 0.4.8‘! © 2.06 158  -14.646 .000*
3. Present simple tense "' 0.8mmmiinir 151  -13.947 .000*
4. Passive voice of presentsimpie iense| 0.64  2.02 1.38  -12.902 .000*
5. Present Perfect tense / 1_0.42 1.86 144  -14.702 .000*
6. Present participles / s 1_9’.'212 188 146 -10.700 .000*
7. Past participles /’f ; bzs 1.71 143  -13.817 .000*
8. Relative pronouns }f’ g 554@; 157 111 -9.614 .000*
REis | /N

Overall scores b ees 38_';_4' 15.03  11.24 -36.604 .000*
*n < .05 . S "

The results fr%m Table 4.4 revealed that each ofgrl{e eight linguistic forms of

grammatical knowledge of the participants was enhanced after receiving the content-

based English lessons ingorporating form-fecused tasks. The finding showed that the
mean score on thepost.test of grammatical knowledge increased in eight linguistic
forms. There. were.differences between the pre-and past, mean. scores of all eight
linguisti¢ forms of grammatical knowledge at a significant level p < .05. This means
that the participants improved their grammatical knowledge in eight linguistic forms
after they received the content-based English lessons incorporating form-focused
tasks.

In summary, this chapter reported the findings in response to the research

questions regarding the students’ content knowledge and grammatical knowledge. As
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for the first research question, the result was statically analyzed and used to test the
hypothesis. The hypothesis testing regarded the effect of content-based English
lessons incorporating form-focused tasks on upper secondary school students’ content
knowledge. The hypothesis was accepted because the students obtained the higher

posttest mean score than pretest mean

e on their content knowledge test.
As for the finding of the ‘_" % the result also was statistically
T @sting regarding the effect of

analyzed and used to test-hypoihesi

content-based EnglishM '

AUEINENINYINg
RIAINTUNRINIAY



CHAPTER V
DISCUSSION AND CONCLUSION
This chapter presents summary of the present study, discussion of the two
main findings, pedagogical implications, suggestions for future research studies,
limitations of the study, and conclusion.

Summary of the study j’/ -~
=

This present study-was-a single’group pretést-posttest experimental research

7 |
study that incorporated f}ffocnsed tasks in content-based English lessons for upper

secondary school students igaxamin_e )‘he_ effects of content-based English lessons

-

incorporating form-foetise "éKé en upper secondary school students ’content

knowledge and grammatical knowledge These content-based English lessons

AR A
J‘, i

incorporating form-focused taske iastecf j}en weeks and were implemented at

Banphupittayasan School. The pamelpantsﬁéﬁe study were forty-five eleventh grade
14 e -

students who enrolleq in a supplementary course offerg'd in summer 2011 entitled

u*

‘Exploring Banphue’j Cultures’. The instruments uiétfl in the study were two
instructional instrumeh_t'"s and two research instruments.

The ingtructional instruments used lin the-study 'weré course materials and
lesson plans. The course materialsswere designed based on the Six-T's Approach
proposed by Graberand:Stoller (2997). " These course materials werelused as the main
source of materials for students to learn in content-based English lessons
incorporating form-focused tasks. The contents of the course materials were about
local cultures in Banphue. The contents about local cultures in Banphue were chosen

because learning about local cultures is one of the school goals stated in the school

curriculum. Two themes used to structure the course were Tai Phuan ethnic group and
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Phu Phrabat Historical Park. These themes were derived from a focus group
interview. There were four topics under each theme; hence, eight topics were included
in the course. The grammar topics employed in each lesson are eight grammar topics
required for Grade eleventh students to study in school curriculum. These grammar
topics included past simple tense, passive voice form of past simple tense, present
simple tense, passive voice forim of present s’izﬁ'fp}e}ense, present perfect tense, present

participles, past participies;-and- relative pronouns--Each lesson focused on one of
- 1

these grammar topics pal[ﬁeul'a y. ,

Another instructiopal mstrument'used In present study was lesson plans. The

tasks in content-based clas

lessons plans were deS|g sed on the&:oncept of how to incorporate form-focused
0 suggested by Pica (2002, 2005) and Pica, Kang and

Sauro (2006). s i_,, %
J.‘w.r- . [

- el

The second set of mstruments Was the\research instruments which consisted of

£
a content knowledge «Was used two times as a
L3 _j -LJ
pretest and a posttest. The content knowledge test almed to assess students’ abilities to

understand the information=learned in the lessons. The test consisted of 40 items and
was divided into eight'parts‘according‘to the eight-lessons in the course materials. In
each partyef ~the~test, ~four- levelsy ofy knewledgey were-assessed which were
remembeéring, understanding, analyzing, and evaluating.

The other research instrument, the language test, was developed using fill-in
items. The grammar topics tested in the language test were the eight grammar rules
found in eight lessons. The test consisted of two passages that contained the content
relevant to the lessons learned in the course materials. Each passage consisted of

twelve items to fill in; hence, there were twenty-four items altogether.
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The findings of this study indicated that the content-based English lessons
incorporating form-focused tasks enhanced the participants’ content knowledge and
grammatical knowledge. The results showed that the post content knowledge test
mean score was higher than that of the pretest. Similarly, the post language test mean
score was higher than that of the pretest, |,

/ /,
Discussions /7

The findings in -the-present sitidy showed-that the content-based English

s |
lessons incorporating ‘fyn'rf used tisks could- enhance the students’ content
knowledge as well as tlcal knowledge These findings are consistent with the

J

studies of Pica (2002, 2005); Pica, Kang -and Sauro (2006), and Rodger (2006) which

also incorporated form-focuse asks i the content-based lessons. The findings of the

f4
“.i

pres_,,ent stugry‘ support Pica (2002) that form-focused

,J_g(

tasks could be incorporated mfoﬁentent Eased English classes in order to enhance

JL" —

both content knowledge and grammatlcal knowledge. [

-

previous studies including t

The success‘*é’_ﬁ .incorporating form-focused tas;ks‘)in content-based English
lessons in the present é?ody can be seen in four aspects iﬁ'cluding students’ motivation,
meaningful learing, colaborative learning, and awareness of cantents and forms.

Motivation

Qne factor ‘that may' have-helped students’ fearning-in this' study is motivation.
The course materials and lesson plans used in this present study were designed to
enhance students’ motivation.

Firstly, as the contents learned in the study were taken from the needs

analysis, the students therefore had the opportunity to study the topics of their own
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interest. According to Dornyei (2001), motivation will be enhanced when students
learn the content they choose by themselves.

Secondly, the high motivation in this study may have generated from the first
teaching step in each lesson. In the first step in each lesson which is called ‘reviewing

the contents and forms’, the researcher used various activities to build up students’

r
motivation in learning such as discussing ihe«6ld map and present maps of Laos,

showing the pictures of TaiPhuan hous‘\é and otherhouses and brainstorming pros and

cons, watching the V(;?'T&umfa Rigual and diseussing about it, listening to the

— ol

F
r r-. \) i

i

Phuan conversation an yﬁg the meaning, and experiencing the real stone boundary
j
Thirdly, form-fecus tﬁs_kg .=d$ed ifﬁfpe_study also involved some schema from

and answering questio

| # . |

prior tasks so the students could féel the sénse of accomplishment when conducting

F Ty
e :".“;’-;_J:‘

the tasks. In other words, the tasks-n the p?%SLfnt study were designed for the students

et Lt

to be able to transfég the information and skills Iearngrdi.in the prior tasks in the

following tasks. > =

Fourthly, anotﬁgr reason that could create the maivation in the lesson was the
use of local cammunity learning resources suchias  Tai Phuan-houses and local stone
boundary (sema). According to Esptein and Ormiston (2007), loeal resources which
were included in content-based course can facilitate students® I€arning because they
relate to students’ lives and local needs.

Lastly, students’ familiarity with the topics may also build up learning
motivation for students in this study. Since this group of students has taken Social
Study course about local cultures in Banphue and they were the members of Young

Creative Tour Guides Club, they were quite familiar with the topics. According to
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Shoham and Peratz (1990), students would know more about a topic they seemed
familiar than they would about the one appeared less familiar.

Meaningful learning

Another factor that may have fostered students’ learning in the present study is
meaningful learning. According to Mitchell and Myles (2004), meaningful leaning is
defined as the learning that oecurs when th’g{orttgnt subjects are connected together
as one and meaningful learning-can prothote the sense of acquisition of knowledge for
students. Considering ttlg;eteé'i  of/the eourse materials, the learning occurred during
the implementation of nte based Engllsh lessons inearporating form-focused tasks
and the roles of the s thls stu can be considered as meaningful learning.

The course material yre de3|gned to Create a linkage across the themes and

IbI|II)LtO pre‘se’rye the local cultures and historical places

;-iJ =

topics which were the respo‘rJ
7
in Banphue. In each lesson, the students weterrequwed to use the content and language

4'““

learned from the Iess,on to complete the production tasks Then, all the production

-.d' u' I

tasks were used to produce the final project which aimed to enhance students’ sense

of responsibility to prEéerve Tai Phuan cultures and Ph_u Phrabat Historical Park. In
Tai Phuan lessons, students were needed to use the production tasks to produce the
brochure introducing the cultures of Tai Phuans.In the lessonsabout Phu Phrabat
Historical Park, the students were ‘required to use‘all"the*production-tasks to produce
PowerPoint presentation to introduce Phu Phrabat Historical Park. According to
Grabe and Stoller (1997), a coherent set of themes and topics can stimulate student
interests and willingness to learn.

Furthermore, the active learning atmospheres were considered as one factor

that may have created meaningful learning in this study because the tasks employed in
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the lessons required students to take the roles as the active participants in working out
the tasks. To carry out the tasks, each student needed to engage in the pair work and
interact with the partner. Within a pair, the students had to exchange information,
negotiate for information, compare and justify information. Conducting the activities
in these lessons, students had to be alert,and ready to engage in all phases of the tasks.

Collaborative learning // >~

-

Another aspect that may fhave helped-enhaneestudents’ learning in the present
1

study is coIIaboratlve:gpy. 1n each lesson, the students had the opportunity to
learn together collaborM?(With their classmates. As most of the tasks employed in

S s henee, the students were given the opportunities to

&
)

the study were pair w

| W w, R .
work together to achieve the g aI of:‘the tasks. Most of the time in the lessons, each

Fhdd 4
‘.-:, 3

student had to first do the'tasks mdryrdually,gand then they were paired up and worked
,' -

together throughout the Iessonsﬂaurlng {Eefpalr work tasks, they negotiated and
-

exchanged mformatlop to complete the tasks. Accordingto Liu and Hansen (2002),

J.”

student-student inte"rcfg,tions are vital in second Ianggaée acquisition. Therefore,
providing the opportuh_i'iy for students to interact with each other in the present study
must have helped the students to learn the cantent and grammar effectively.

Awareness of contents and farms

Awareness.of contents’and-forms is'considered anotherfactor that may have
helped improve students’ content knowledge and grammar knowledge in the present
study. The tasks employed in the study were three types of information gap tasks:
spot-the-difference tasks, jigsaw tasks, and grammar communication tasks. According
to Pica (2002, 2005), information gap tasks could promote the attention to the

message and language in the lessons in the interest of achieving precision in content
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and forms. These three tasks required the students to notice, recall, and compare the
contents and forms.

Spot-the-difference task, as an example, illustrated apparently how contents
and forms were noticed. In the lessons that incorporated the spot-the-difference task,
the students first read the original passage individually, then they underlined the
phrases that were different from the originél"g@fgsa?ge. In this step, the students thought
of the contents and forms-found-in the origir;al péssage, noticed the contents and

—< |
forms in new passage :r:cu?uﬁed thedifferences:
Recalling cont )S/fﬁ forms_vvigre_ found in the step of filling in the cloze
t

i
-

passage. While filling

il the'cloze passa%e, the students had to recall the information
they read in the originalassage. -

AL A
i 4

Comparing contefits and forms were used when the students compared the

”‘_- -:-T‘.i-;.-; !J -
original passage with their cloze passage. In this step, students compared and

’ Y L daf o
identified the differences of contents and forms between fhe original passage and the
Yy \¥

-
A

cloze passage.

The benefits o_f""form-focused tasks above couIbT’heIp the participants notice,
recall and compare the eontentiand forms and be aware of the gap between the correct
and incorrect forms and contents. Schmidt (citedsin Hanson and, KHirst, 1988) noted
that attention to features iof the input s necessary-for successtull learning of the new
input. In addition, Doughty and William (1998b), Garcia and Mayo (2002b), Torch
(1998), and Swain (1995) found that the participants in their studies could perform
statistically better in the posttest than in the pretest of the content knowledge after

learning with form-focused tasks.
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In conclusion, with the integration of course materials designed based on Six-
s Approach and the incorporation of form-focused-tasks, it was feasible that the
content knowledge and production of linguistic forms were enhanced.
Pedagogical implications
Based on the positive results seen in the present study, English teachers should
try to design their own course materials and(eé'ggjf using local cultures or wisdom.

The following suggestions are fér those who-are interested in Content-Based
| |
Instruction. /,z" ,

Firstly, since thessuc ss of thls present study may be resulted from the careful

-‘

.

design of the course;henge, efore—dengnlng content-based courses, the teachers

should carry out the ngéds an y5|s to see'k the students’ interests as an initial step.

HA J‘,* 3

The contents presented in'th need analysrs _,ghould be relevant to students’ experience

and background knowledge becaﬁse the siﬂdénts could learn faster and better the

4’“‘ —

topics that were of their mterests and familiarity. The lrﬁerest and familiarity of the

| S

s.a'

topics may create théfﬁotivation in learning for students,

Secondly, it vVés found in this study that coherent content in the course
materials is important;-The course: developers'thus should create the coherence or
transitions between themes and topies derived from. the needs analysis.

Lastly, based on 'the findingstof this study, it was highly ‘recommended to
incorporate form-focused tasks in content-based lessons because form-focused tasks
could promote the awareness of grammatical knowledge. Also, the form-focused tasks
required students to be active in their learning. In conducting the form-focused tasks,
the students were required to involve in all steps of the tasks.

Suggestions for future research
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The findings of the study lead to two major recommendations for future
research studies. Firstly, the future research studies should compare the effects of each
of the three form-focused tasks because the three form-focused tasks (spot-the
difference-task, jigsaw task, and grammar communication tasks) have different
characteristics and implications. |

J

Secondly, since the present study.-‘énf{ii’nvestigated the effects of content-

based English lessons incerporating: form-focus‘ed tasks on students’ content

knowledge and grammatical!

"vvledgg, the researcher lacks information about the

students’ opinion. Therefo ,",it Is recommended. that the future research studies

AJf

* opiniens towards the eourse materials and towards

t) #
’

should investigate the partigip

content-based English leSsons i cor_pérati-h'gHform-focused-tasks.

FEAS
- R

Limitations of the Stud - 1 Sl

.‘,_.', :{J i .

is study. Firstly, this content-based course
daf o~ L

-

-‘“f‘l::--.._ ]
Several limitations are found in-t
was a special course with volunteer students. As a result/the students might be more

motivated to learn a"’n&participate in the class activities;ﬁﬂflnother limitation concerns
about the time constra—i”h:ts. As this study lasted only ten weeks, the students might not
improve apparéntly over the course ofi the study. Fhe last limitation is related to the
grammar topics assessed. In this study, the grammar topics assessed were specific to
the lessons. They did notirepresentithe grammar topicsirequiredta cover for eleventh

grade students.

Conclusion
The present study proved that content-based English lessons incorporating

form-focused tasks was effectively in enhancing students ’content knowledge and
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grammatical knowledge. English teachers, therefore, should take into consideration in
incorporating form-focused tasks in their content-based English classrooms. Not only
does content-based English lessons incorporating form-focused tasks help improve
instructional problem about the imbalance of content and language in content-based

instruction but also the aim of Thai ic Education in integrating local cultures as a

&unity’ stake holders as a part in

istry ﬁion, 2001). Additionally, the

findings of this study eSS of content-based instruction

designed based on SixT’s, ch it \\

part of the lesson as well a

designing the learning

\- oviding students’ coherent and

meaningful content.

ﬂ'lJEl’JVIEMﬁWEJ\’]ﬂ‘i
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Appendix A

A Long Range Plan of Content-Based English Lessons Incorporating Form-Focused Tasks
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Tasks

fi:f
A

Historical

\- of Tai Phuan

\ about historical

.- -\a of Tai Phuan.
ions produced by

» Form-focused task
¢ Jigsaw task
» Production task
¢ Illustrations
showing the
geographical
movement of
Phuan

community

Lessons Topics Contents
1 Historical Background of Tai Phu
2

EE———hR ¢) Nne W"W BIN3

——— X

o P assi ive voice form of past

exts

R 'smmm"jmr"rmp

» Form-focused task
% Spot-the-
difference task
» Production task
Paragraphs
explaining the
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about Tai Phuan
d family.

S Wt@out Tai Phuan
\\\ smg

identities of
traditional Phuan

"ai Phuan
\\\\ scriptions
simple tense

Tal Phuan
Nt |

out-Tal Phuan
anguage and literature
«» Worksheets about Tai

ﬂuaqwﬂ Tty

ﬁr d
» The writings of comparison
betweensRhuan language.”

AR1aN O LT EF

Tai Phuan Language and Literatur@

» Form-focused task

«» Grammar
communication
task

» Production task

¢+ Paragraphs
comparing Phuan
language and
central Thai.
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» Form-focused task
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» Production task

% Trip plan for
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twelve traditions of
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ﬁ
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to the past
rksheets about Phu
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Appendix B
A Sample Lesson Plan
Lesson Plan 1
Date: 15 March 2011 Time: 100 minutes
Topic: Historical Background of Tai Phuan

Terminal objective:

Students will be able to draw aniill
Phuan community.
Enabling objectives:

1. Students will be able i@’ , events Ibackground of Tai Phuan.

\\_\\\: of Phuan.
S€ COITeC y

2. Students will be able aalyzé the ?

3. Students will be able o

/ ,;.‘ ! \
Level/number of students *"g \
Grade el/ 45 students ' AR R

P ATe
Background knowledge T *

- Connectors 'y;

; Y]

- Gerund Nouns m m
e ﬂ‘lJEJ? ‘VIEJ‘VI?W BInN3

- Maps

o] ﬁNﬂ‘iﬂJ URNINYINY
Evaluation:

Students draw an illustration to show the geographical movement of Phuan

community.
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Teacher Students

Step | Reviewing contents

(10 minutes)

Teacher introduces the topic to the class by

Laos)

by letting students do

false statement agut Lao§ |

Teacher checks the answers w ents check the answers

Teacher shows thmreal map of Laos together m with teacher)

”ﬁﬂﬁﬁ&ﬂﬁﬂ“ﬁ“@wmm

act1v1ty 1A’s map?
» Do you know how Xiangkhoang is related (The capital of Phuan)
to Phuan?
Teacher tells students that Tai Phuan used to be

Lao Phuan. Phuan is a community in Laos. The
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capital of Phuan is Xiangkhoang.

- Teacher tells students that the topic they are
going to learn today is about historical
background of Tai Phuan and at the end of the
lesson, they will have to draw an illustration to

show the geographical movement of Phuan

community. §§§ ',///
Step Il __Initial exploring of co fOJn_ :
(10minutes) / MW

- Teacher distributes t

historical backgrou

- Teacher tells stude " (Students read the passage)

.a ,J.f-.-.rh-
have to reorder the jevents ilapper}

return the hand
Step 11l Practicing form-focused tasks ﬂ

(10 minutes) ﬂugﬁwﬁﬂ%Jwg.qﬂﬁ

After all théloriginal passages arog collected, the

teaaem@}nmwuwmmﬁ' ]

- Teacher distributes a set of two same versions

of jigsaw passages.
- Teacher tells students that they are going to do
a jigsaw task.

- Teacher tells each student to arrange the pieces
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of information in the correct order based the
information they have read from the original
passage.

The teacher lets students do the tasks.

Step IV Considering contents and forms

(10 minutes)

Step V

After finish jigsaw tasks,ithe\\a'#/

student to compare i rks wi

partners.

Teacher tells each

(Students reorder the

paragraphs)

(Students discuss and compare

their tasks)

(Students in pairs choose the

better version of passage)

order of your partn'j is the most correct.

sesive et ooy iy o

Teacher tells students that in 8rder to check
Y b A A
hlstorlcal background of Thai Phuan; students
will have to do another important task.

Teacher gives a cloze version of the original
passage and tells each pair to work together to

fill in the blank in the cloze passage with the

i)

(Students work together to fill
s

}) 2
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Step VI

correct information.

Modified production of contents and

Forms

(40minutes)
After finishing the cloze version task, teacher
gives each student the original version of a
let students read it

passage and again

f
PR F J
individually. '/

Then teacher tells studenis-in pairs s fo compare”|

the original passag@ﬂﬁe' --c|oz+ version..in

discussion activity. \

el 40T 48
To work on discussion/activity, teacher tells

students to write words of phrases th%ﬂ filled in

g v dkA 22 4\
cloze passage and werds or p]x{ases_-j"und in

P

the original passage in activity 68.

2 Y

T Vo
Teacher tells each pair-to consider and discuss
A

(Student individually reads an

original passage.)

(Students compare the two

passages)

(Students write down words or
phrases they filled in cloze
passage and words or phrases
found in the original passage.)

(St?dents consider and discuss

— o

the differences b}ﬁ/een two passages.

Teacher discusses with the whole class

Before endingdhe lesson, teacher askssstugents
to draw illstration to show the geographical
mowyement of Phuan community based on| the
content and form they have learned in the
lesson.

students to hand in the

Teacher tells

assignment.

the differences between two
. passage with partners)
(Students discusses with
teacher)
(Students draw an

illustrations)

(Students hand in illustrations)
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Teacher finally summarizes the historical
background of Tai Phuan and raise a question;
» What is the main idea you have learned in | (One answer might be knowing
the lesson? about our own root or

Teacher continues asking questions ancestors)

» What are the good poi (\arious opinions)

own root?
Teacher summarize
Teacher ends the le
Phuan has the long hi
based on the Iessoh- >
identities of Phuan aré
you, being as new generati
take into consideration

Phuan identities VVj

: -
AU INENTNEINS
RINININUNINYAY
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Appendix C
An Example of Course Materials
Unit 1: Tai Phuan Ethnic Group
Lesson 1: Historical background of Tai Phuan

Reviewing contents and forms

s N
!/

\
A

A 4
~ =

Look at the map below and consider t , ountry does this map represent?

4

¥ BT T e

=" front of the false statement.

1. Laos is connected to the sea.
2. Laos used to be part of Siam.
3. Thailand is three times bigger than Laos.

4. People in Thailand and Laos are different.

5. Phuan are the group of people from Laos.
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Initial exploring of contents and forms

Read the passage carefully and reorder the information in the following tasks
Historical Background of Tai Phuan
Phuan was a community settled in Laos. The capital of Phuan was Xiangkhoang ruled
by Chetchuang dynasty and had continuous monarchy. Phuan was rich of cultural
background which developed as the same era as Lao. However, its small size prevented the
nation to develop further. As their boundaries connected to Vietnam, Luang Prabang and
Vientiane, Phuan was always invaded by the nelghborlng cities including Siam.

After Siam gained its strength, they sent/é/f %to Vientiane, invaded Phuan, and
took them to the country. Some groups mlgrated 0 nd across its boundary. Phuan was
proficient in fighting and skills |2_9_91Q5m|th ir nsmlth and'weavmg with basic knowledge of
agriculture. After settlement, tW nd worked under patronage of Thai kingdom.

Evidence proves that

[ttle m Thailand approximately 200 years ago.
Around 1779, there was chao
border, and King Taksin of Thanb
Rama | of Bangkok) to lead hi

ane K__ng Siriboonyasan invaded across the Thai
rde_rgd Fé;;lnce Mahakasatsuk (Later known as King
op'fE) \/igl';tiane Vientiane and surrounding cities
surrendered to the Thai army. The ople fhere, i‘m‘-{udmg Lao Vieng, Lao Phuan, Lao Song
and Phu Tai were forced into Thal bdr‘der “areas sufeﬁ:ﬁs Saraburl Lopburi, Nakhon Nayok,

and Chachoengsao. In 1792, during the,reign of K"uﬂgﬂﬁma I, King Nunthasen of Vientiane,

under the governance, attawéﬁwwgm to Thailand as the gift to
the king. —
J U

From 1826 to 1828, Chao Anuwong rebellion occurred in Vientiane. King Rama Il
ordered Chaopraya Bogdindecha ito lead his. traopsto ‘deal with!the! dprising and defeated the
cities under Lao rule. Numefous Phuan and Lao Viéng were captured and moved to Bangkok.
During the reign wfyKing~Rama:V=Ha banditsgattacked, the) peaple imy Xdangkhoang. The
Phuan escaped ;to" Vientiane, 'Luang” Prabang”and towns around the” Mage Khong River,

including Thai areas in the central plain and northeastern cities.

Based on the information presented above, Phuan had the very interesting long
history. The ancestors of Phuan left the valuable cultures for the later generations. The young
generation of Phuan has to appreciate the hardship of ancestors and proudly pass on those

cultures to the next generation.
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—
Practicing form-focused tasks

Reorder the paragraphs based on the information found in the original passage by
writing no.1 - no.7.

Historical Background of Tai Phuan
Paragraph#  Evidence proves that the Phuan settled in Thailand approximately 200
years ago. Around 1779, there was chaos in Vientiane. King Siriboonyasan invaded across
the Thai border, and King Taksin of Thonburi ordered Prince Mahakasatsuk (Later known as

King Rama | of Bangkok) to lead his troop to \/i{gntiane.

Paragraph# Vientiane.and surrounding eifies surrendered to the Thai army. The
)

people there, including Lao Viengs-k-ao Phuan, LaoSong and Phu Tai were forced into Thai

border areas such as Sarab?gbﬂri, Nak?on Nayok, and Chachoengsao.

Paragraph#  During thesreign of Klng Rama V, Ho bandits attacked the people in
Chiangkhoang. The Phuan }?&ad to Vlenuane Luang Prabang and towns around the Mae

Khong River, including Thali in the cent gl plaln and northeastern cities.

Paragraph#  After Si q‘/ ned I{S strmﬁth they sent a troop to Vientiane, invaded
Phuan, and took them to the couﬁtm Some groupsmlgrated to Thailand across its boundary.
Phuan was proficient in fighting gnq__ﬂglls in _gglq$m|th, ironsmith and weaving with basic

knowledge of agricultul_réjAfter settlement, they lived and V\it")_gked under patronage of Thai

kingdom. ;:‘"_ ‘_TJ

Paragraph# Basedon the information presented” above, Phuan had the very
interesting long history.; Ehe sancestors; of sPhuan left the, valuable cultures for the later
generations. The young generation of Phuan'has to appreciate the*hardship of ancestors and

proudly pass on those cultures to the next generation.

Paragraph# __ Phuan was a community settled in Laos. The capital of Phuan was Xiang
Khouang ruled by Chetchuang dynasty and had continuous monarchy. Phuan was rich of
cultural background which developed as the same era as Lao. However, its small size
prevented the nation to develop further. As their boundaries connected to Vietnam, Luang
Prabang and Vientiane, Phuan was always invaded by the neighboring cities including Siam.

Paragraph# In 1792, during the reign of King Rama I, King Nunthasen of Vientiane,
under the governance, attacked Phuan. Phuan people were brought to Thailand as the gift to
the king. From 1826 to 1828, Chao Anuwong rebellion occurred in Vientiane.
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Considering contents and forms

Compare, discuss the answers with your partners and justify your answers.
Historical Background of Tai Phuan

Paragraph#  Evidence proves that the Phuan settled in Thailand approximately 200
years ago. Around 1779, there was chaos in Vientiane. King Siriboonyasan invaded across
the Thai border, and King Taksin of Thonburi ordered Prince Mahakasatsuk (Later known as
King Rama | of Bangkok) to lead his troop to Vientiane.

Paragraph# Vientiane and surrounding cit,_ie__§, surrendered to the Thai army. The
people there, including Lao Vieng, Lae Phuan, Lao Soﬁa--afnd Phu Tai were forced into Thai

border areas such as Saraburi, Lopburi, Nakhon"f\layok, and Chachoengsao.

Paragraph#  During the;?/of King Rama V, Ho bandits attacked the people in

Chiangkhoang. The Phuan esc Vlentlane Luang Prabang and towns around the Mae

Khong River, including Thai are fthe central p_am and northeastern cities.

Paragraph# _ After Siam y/ its strengt they sent a troop to Vientiane, invaded

Phuan, and took them to the countsy. Some groups mlg‘rated to Thailand across its boundary.

Phuan was proficient in fighting and' SkI"S |n goldsma:tp ironsmith and weaving with basic
knowledge of agriculture. After settlement—_they ||@‘ ‘and worked under patronage of Thai
- & -...|' "-.i“‘

kingdom. W P,

- -
S -a‘J
—

Paragraph# _ Based orf' _the information presented aboVe Phuan had the very
interesting long history. The-ancestors of Phuan left the valuable cultures for the later
generations. The young_generation“ef Phuan has to‘appreciate the hardship of ancestors and

proudly pass on those ¢ultures to.thechext generation.

Paragraph#_ .~ _aPhuan wasa community; settled in-.a0s. Fhe eapital of Phuan was Xiang
Khouang ruled By ‘Chetchuang“dynasty and had continuous ‘monarchy.“Phuan was rich of
cultural background which developed as the same era as Lao. However, its small size
prevented the nation to develop further. As their boundaries connected to Vietnam, Luang

Prabang and Vientiane, Phuan was always invaded by the neighboring cities including Siam.

Paragraph# In 1792, during the reign of King Rama I, King Nunthasen of Vientiane,
under the governance, attacked Phuan. Phuan people were brought to Thailand as the gift to
the king. From 1826 to 1828, Chao Anuwong rebellion occurred in Vientiane.
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> Recalling contents and forms

Fill in the blank spaces with the correct information about historical background of Tai
Phuan.
Historical Background of Tai Phuan
Phuan was a community settled in Laos. The capital of Phuan was Xiangkhoang ruled by

Chetchuang dynasty and had continuous monarchy. Phuan was rich of cultural background which

developed as the same era as Lao. However, its small size to develop further.

As their to Vietnam, Luangwﬁ:gbang and Vientiane, Phuan was always
invaded by the neighboring cities including Siam. /. ”;,,

After Siam gained its strength,.they ~ o t0 Vientiane, invaded Phuan, and

to the country:. Some qreups | across its boundary. Phuan

\
was proficient in fighting and sKills i goldsmithhironsmith and weaving with basic knowledge of

agriculture. After settlement, th L£rL A & of Thai kingdom.

Evidence proves that the Phtia f-,Li % y. approximately 200 years ago.
Around 1779, there was chaos in \Vien ane_."King‘féjriboonyasan invaded across the Thai border,
and King Taksin of Thonburi . - £ ' (Later known as King Rama | of

Bangkok) to lead his troop tp_:g.-"\_/ienti-z_;p?{g Vientiane and surrounding cities
. The _erpTe thereﬁé}g@ing Lao Vieng, Lao Phuan, Lao Song

and Phu Tai were forced intoiThai border areas such as Saraburg’,__,l_opburi, Nakhon Nayok, and

L

Chachoengsao. Yy \¥

In 1792, during the réT(jn of King Rama |, King Nufthasen of Vientiane, under the

governance, +Phuan people,wereshrought-to Fhaitand as the gift to the king.

From 1826 to 1828, Chao Anuwong rebellion . King Rama Il

tollead his troops ta deal with the uprisiing and defeated the cities

under Lao rule. Numerous Phuan and Lao Vieng were captured and moved to Bangkok.

During the reign of King Rama V, the people in Chiang Kwang.

The Phuan , Luang Prabang and towns around the Mae Khong River,

including Thai areas in the central plain and northeastern cities.

Based on the information presented above, Phuan history. The ancestors of

Phuan for the later generations. The young generation of Phuan has to appreciate

the hardship of ancestors and proudly pass on those cultures to the next generation
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Comparing and identifying contents and forms

Read original passage to compare with the cloze passage
Historical Background of Tai Phuan

Phuan was a community settled in Laos. The capital of Phuan was Xiangkhoang ruled
by Chetchuang dynasty and had continuous monarchy. Phuan was rich of cultural
background which developed as the same era as Lao. However, its small size prevented the
nation to develop further. As their boundaries connected to Vietnam, Luang Prabang and
Vientiane, Phuan was always invaded by the qeighboring cities including Siam.

After Siam gained its strength, they ser{mto Vientiane, invaded Phuan, and

nd across its boundary. Phuan was

—

took them to the country. Some groups migrated to-Thiaf!
proficient in fighting and skills i@_@smith, ifJnsmith and Weaving with basic knowledge of
’ ind worked under patronage of Thai kingdom.

agriculture. After settlement, tW

Evidence proves that

.'ttl_"e | in Thailand approximately 200 years ago.

Around 1779, there was chaosfin aﬁ_gf @g Siriboonyasan invaded across the Thai
border, and King Taksin of Thanb

Rama | of Bangkok) to lead hi

rde_réd léxir‘i'{:e Mahakasatsuk (Later known as King
pp;‘fé Vf;qllane Vientiane and surrounding cities
opl_em%ere, iﬁiﬁ{:u‘ding | 20 Vieng, Lao Phuan, Lao Song
and Phu Tai were forced into Thal bdi‘@reas @"'&s S'araburi, Lopburi, Nakhon Nayok,

and Chachoengsao. In 1792, during thi—;ré@n of I_(I—ﬁg"i!%ma I, King Nunthasen of Vientiane,

surrendered to the Thai army. The

under the governance, atta@éwéﬁ to Thailand as the gift to
the king. "j_f. C o
L &

From 1826 to 1828, Chao Anuwong rebellion occurred in Vientiane. King Rama Il
ordered Chaopraya Bogdindecha to lead his traops to ‘deal with|the| uprising and defeated the
cities under Lao rule. Numefous Phuan and Lao Viéng were captured and moved to Bangkok.
During the reign ofyKing~Rama:V=Hae banditst attacked, the peaple im Xdangkhoang. The
Phuan escaped to Vientiane, Luang’ Prabang”and towns around the” Mag” Khong River,
including Thai areas in the central plain and northeastern cities.

Based on the information presented above, Phuan had the very interesting long
history. The ancestors of Phuan left the valuable cultures for the later generations. The young
generation of Phuan has to appreciate the hardship of ancestors and proudly pass on those

cultures to the next generation.
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To compare cloze passage and original passage, write down words or phrases you filled
in cloze passage and words or phrases found in the original passage. (one by one).

Discuss the different points between each one with your partner.

Original version Cloze version

e,
T 7/ NN
//32 0N\

ad

v
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-

iy ainds 8 "'--iﬂ’ L

273N

Pk ey bl
RN IUNRINYIAY
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Based on the passage read in the lesson, Phuan had made the significant movements in
their history. In this task, draw an illustration to show geographical movement of

Phuan.

- =~

AuEINENINeINS
L ARANTANINGIAY

_____________________________________________________

e e e e e e e e e
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Test Specification of Content Knowledge Test
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Levels of Knowledge Being Assessed

Lessons

tanding Analyzing Evaluating

2. Tai Phuan house and family | 6= v‘ N\ ‘ ' 8,9

3. Traditions and beliefs of T R 7 3 \\ 13, 14
4. Tai Phuan language and literat * T . ¢ | 18, 19
5. Phu Phrabat Historical Park ‘ " ) 23,24

: tunnel to the past

6. Arts through ages 28, 29

oo ] 3912191 NET
Y AN URIINYRY

8. Usa-Baros: love legend in 36 37 38, 39

Phu Phrabat Historical Park

10

15

20

25

30

35

40




1.

3. For Phuan people, which ci _g:%e,m _
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Appendix E

Content Knowledge Test (Pre and Post)

Instructions: Read the questions carefully and choose the best answer to respond

to the questions.

Historical Background of Tai Phuan

In which reign of Thai king did Lz

N
Ry
e

c.  Invaders A

Vi |

a.  Prisoners

ortant asBangkok for Thai people?

T
LY

a.  Vientian =;,.

s

C. Xiangkhoanm

d. Sawannaket m

+ crseora B U ARENIIEUNAT s

e RVAINTUNNIINGAE

a.  Anarea with mountainous surrounding
b.  Anarea with good drainage
c.  An area with abundant minerals

d.  Anarea with dense forestry
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5. What is the most important advantage of studying Phuan history for new

generation of Phuan?
a. It shows the characteristics of traditional Phuan.
b. It shows the relationship b ’}haﬂand and Phuan from the past
to present.

c. It crates the un i

d. Itprovesthee

b.  The KitcheTiiias

c.  The stairs were‘placed in the east

. nGUINADINGINT
7. When buﬂwﬁr@@a&ﬂi@}é WHAPI AR

a.  Choosing the materials
b.  Designing the floor plan
c.  Decorating the houses

d.  Choosing the furniture



8. What can be the possible reason why traditional Thai Phuan house was divided
into two parts: terrace and dwelling?
a. Itsuited their lifestyles.

b. It is easy to clean.

¢.  Phuan had to buil @ their ancestors did.

9. Which modern material ' v vith ,_ sd hamboo used to build

Phuan houses?

a. Tiles b. ‘gﬂ' Jement; d. Glass
EElns o
10. What is NOT the advantage of Pht rf‘y’ ise i rrent world situation?
- —————————————————
a. It reduces the budget for building t Y )

b. It makes the house cooler.

e BHEINENTNYINS
« HABANTUUNINYIAE

I11. Tai Phuan language and literatures

11. What language family is Phuan language?

a. Tai-Kadai b. Tai-Lao

c. Lao-Kadai d. Lao-Tai

135
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12. Which sentence can identify the uniqueness of Phuan language?
a.  Phuan Language has only one dialect.
b.  Phuan language comprises of Lao words only.

c.  The accent of Phuan is not si any other languages.

am@lsan alphabets.

13. What can be the main reason huan lang ae is declining?

f\\

d.  Phuan language u

a.  The decreasi
b.  The use of new
c.  The difficulties of

d.  The shyness of young ;m-

a. A folktale that tal}s about history of &aces

Afo.kﬁwﬁlf&.?ﬂﬂm.ﬁﬂﬂ'm‘i
’Qf%?ﬁt@ﬂvﬁﬂd HHIINEA Y

d. A folktale that includes religious belief.
15. What us an important value of Phuan literatures for Phuan people?
a.  Phuan literatures are the only record of Phuan history.

b. Phuan literatures reflect the identities of Phuan people.
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c. Phuan literatures revive traditional Phuan practices.

d. Phuan literatures depict the abilities of Phuan people.

1VV. Beliefs, traditions, and sacred practices of Tai Phuan

16. Which traditional Phuan ritual is held in 9" month?

a.  Boon khao Chi ’ ’/ Boon Khao Sak
c.  Boon Pha Vet § /éon Khao Pradabdin

ritual?

17. Who is the most approprlate t 2)
a. Uncle Nak i
b.  Uncle Kumis 4
c.  Uncle Noi is 50

d.  Uncle Tamis 60 yearsoid. .

a.  People’s boredgm b. The complexity of the traditions

@Hﬂ.&‘i’lﬁlm WELLTE) Seucarion
) a RROR T AD A BB v s

not practlced’>

a.  There will be a bad sickness. ~ b.  There will be drought.

c.  There will be flood. d.  There will be an accident.
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20. What is the best conclusion about Phuan people and their traditions?

a.  Phuan people use traditions as the way to communicate with gods.
b.  Phuan people practice traditions to pay respect and ask for

forgiveness the mother nat

C. Phuan people reg ' S as&m

) make the merits and
" T ——

V. Phu Phrabat Historical Pa |

-

21. What are two Lord Buddha footpri 7
L T

a. Prabhuddahet:Beabok-and-Roverabat
y_—_ﬁ

!

b. Prabhuddabatmuaban and Royprabat Langtao m

B RERSIAN T
¢ PRARIMTUMIAINY 1A

22. Why can Phu Phrabat Historical Park be called the tunnel to the past?
a.  The visitors can take history class here.
b.  There is the ancient tunnel here.

c.  There are both man-made and nature-made cultures here.
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d.  There are ancient communities around here to study the history.
23. Which artifact in Phu Phrabat Historical Park does NOT show the influence of
Buddhism?
a. Cavearts b.  Stone boundaries

’ ,/?ock shelters

e pa nlmals describe about

c.  Footprints

24. At Phu Phrabat Historical Par

people in Neolithic age? /

a.  They were goo v - They recorded things around them.

c.  They made signals | K orated their houses.

25.  What is a possible reason w t0'suppol tha1t~. U Phrabat should be

a. Itproves the e ;

b. It exhibits splend ‘d man-made arts and crafts.

c, .”eprﬂumﬂnﬂm WEANT
« RERAABTNNEYNTNEA E

V1. Arts through the Ages at Phu Phrabat Historical Park

26. Which painting is not found in the caves at Phu Phrabat Historical Park?

a. Tree leaves b.  Net lining c. Circles d. Fishbones
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27. Which sentence best describes how the cave arts at Phu Phrabat Historical Park
were discovered?
a.  They were found recently.

b.  They were painted by hunters.

c.  They were found
28.  Which aspect of ancie ' 5 NE 1own in.the cave arts at Phu

a. Beliefs
c.  Making utensils

. '-;_F e
29. What is TRUE about the ol sed to make UPhu Phrabat

" i

Historical Park?

. e SUHANINSNYINT
- ARARAATRNI TN YA Y

c.  Only one color was used for all the paintings.
d.  Various colors were used to show religious beliefs.

30. Which is NOT the value of the cave arts at Phu Phrabat Historical Park?

a.  Cave arts are the masterpiece of human creativity.



b.  Cave arts prove the development of human architecture.

c.  Cave arts show significant development in human history.

d.  Cave arts depict the important events in the early days.

VII. Stone Story in Phu Phrabat Historical Park

31. Which suggests that Phu Phrabat Historical Park used to be small temples, rock

stupa, ceremonial grounds, and

N

c. Tomark the lﬂmdary

o .Y
33. Which present inﬂi%&lb&oﬂ%ﬂﬂr@g%&@?ﬂrﬁyzing)
U
¢ a o/

RN TIUNRTINYINY
c. Floors d.  Walls

34. Which is NOT true about the religious rocks at Phu Phrabat Historical Park?
a.  The religious rocks came with the new wave of Buddhism.

b.  The religious rocks were used to record the events of Buddhism.

141
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c.  Thereligious rocks were related to forest monastery.
d.  The religious rocks were found in the prehistoric time.
35. Which is likely to be the most important value of the religious rocks at Phu
Phrabat Historical Park particularly for the villagers nearby?

a.  The place to display artisti ,’)&

b.  The place to pay
c.  The place to e'

d.  The place to

VIII. Usa-Baros : Love leent b ,:fr abat - '
md‘ d
BC ) \
36. Which statement is NOT true ak Dut Ta0 Bare

P
Fad m_a__._.-r 4

a.  Tao Boros was the son of Muang:

=

b. Tao Baro :&.v;._* ater born to be Indr ')

c. Tao Baros was ‘g student of hermit (Rlshl Chantra).

@umumawd 1719
a7 vvhatwa@ﬁ@ﬂﬁﬂ‘im UA1AINYAY

a.  She was a princess.
b.  She made very beautiful garlands.
c. She was knowledgeable.

d.  She was very beautiful.



38. Which way of current communication does people use that can be compared

with the way Nang Usa did to find a lover?

a.  Sending e-mail

b.  Chatting online

c.  Registering a Faceboc

a. Hewas brave a i ' ‘ ; .,\-. reliable and honest.

c.  Hewas impatie iscouragee e was powerful and cruel.

n.le ,_ q {r o ¢ _ 9
40. What is NOT a lesson teenager ;;;‘, folktale ‘Usa-Baros’?

a.  Love brings 'gf"_ ¥

i
U
b.  Parents’ love is %ncondmonal

C. chk%;urﬂ’l nﬂgnzw Ej’] ﬂ i
a Qa%ﬂtﬂ@aﬂ!ﬂ‘étﬂd Wi IN NG

143
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Appendix F

Test Specification of Language Test

Linguistic Forms Being Assessed

Passage Past simple tense  Passive voice Present simple tense Passive voice

of past simple tense of present simple tense

Is Tai Phuan House 4,9, 10 1,11,12
Alive or Dead?
ing Assessed
Passage Present perfect tehse /P ' vart s Past pa 'ticiples Relative pronouns
Local Placeto  3,4,7 1,912

be Global Heritage

ﬂUEJ’JVIEW]iWEﬂﬂi
QW?Nﬂ‘iﬂJ UNIAINYAY
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Appendix G

Language Test (Pre and Post Tests)
Fill in the blanks with the appropriate forms of language

Is traditional Phuan house alive or dead?

Considering Tai Phuan culture and heritages in Banphue, many people might think of
Phuan dialect, Phuan dances, or Phuan rituals. These aspects of Phuan cultures 1. (practice)
_____generally nowadays. However, there is o%é‘ particular identity of Phuan which has lost
with the movement of time and-influence of moaern-lifestyles. This identity is traditional

Phuan house.

Traditionally, PhuarQa(_%s Y. (desiglin) ___ . to fit the lifestyle needs and climatic
conditions of the Phuan c:?r(ljnity. At present, Phuan people normally 3. (build)
the house based on and limite 2"-|'oiece of1an ar)d the budget they have. As for the design of
Phuan house, originally, Pﬁ/d?n people 4. (Ilft) the high roofs arching upwards
towards the sky. Both of the walls 5 (mel‘l!ne) towards the center creating the
illusion of height. In term of theuse. ln the currgmfltuatlon this functional aspect behind this

design and structural element 6. (helm_ —=easy ventilation. Hot air 7. (rise) SO

T (L TN

the height of the roof keeps the house cool. SlmpI|C|ty and 0|qen space are the core features of

the ./ Phuan sty]f_e;, house.
In a typical old P_fiijan house, the various rooms 8._'_<_(separate) connected by
open walkways and the staircase was on the, outside. Phuan people 9. (use) the

teakwood to build the hause because of the abundant teakwood atithat time. Comparing with
the house of Banphue people at present, most houses are made from modern
materials. According < to 0 previous; | beliefp ~about 4/ superstition, © jthe  shrine  10.
(prevent) evil “spirits’ from Creeping In at night ‘and disrupting the sleep of the

inhabitants. This kind of beliefs 11. (ignore) for local people of Banphue nowadays.

The descriptions presented above are the pictures of Phuan houses. In reality, this kind
of house 12. (consider) in danger. Most of traditional Phuan houses in Banphue are
gone by the conditions of time and natures. New generation of Phuan prefers building new
houses in more modern styles. In the very near future, the houses where Phuan cultures are
originated will be mere the name. Only pictures can tell what traditional Phuan houses look
like.
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Fill in the blank with the appropriate forms of language.
Local Place to be Global Heritage

For local people of Banphue, Phu Phrabat Historical Park is the place 1.
they are proud of. It has been told from generation to generation that it is
sacred and honored. For visitors, Phu Phrabat is the archeological site 2.

(show) arts of different.cultural @rlods This place 3. (get)

its fame among people in community and people @ ,ge the area for several decades.

Phu Phrabat HistoricaI_E’_g,rk has beerl the hot topic worldwide since World Heritage

Organization 4. (enlist)

 Ahiis park as the future world heritage site in 2004.
istori al Park tk

Designated as Phu Phrabat
hill 5. (decorate)

(overhang)

e site is the landscape of a wooded sandstone
patches of huge bare rocks in spectacular 6.

i J’J

One more qualification of Phu PhrabaHOv be world heritage site is the beauty of

nature. This scenic and awesom beauty of niafure 7. (occur) since

- =

prehistoric times. Moreover, there is Ihehumaniraf":,e 8. (evidence) by

the presence of visual arts of different cultural perTDéS" The Phu Phrabat associative cultural

landscape is unique |n—ilhax_ums_smgle_sne_cgmams_a,tﬂ1?ntlc cultural treasures 9.

represent major cultures of different peﬂods of the region, effectively

10. (record) - the continuum of the Whoﬁe cultural history of mainland

Southeast Asia.

All the archeological evidences 11. (mention) above have been

proving themselves to Change- over from docal ‘place to'he global fidritage. However, it

doesn’t matter for local people 12. live near Phu Phrabat whether this

place will be known worldwide or not. For Banphue people, this local place is forever

highly valued.
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Appendix H

Needs Analysis Questionnaire

This questionnaire is used for a study conducted by Mr. Pitaya Thipwajana, a
graduate student in M.Ed. in the TEFL program, Faculty of Education, Chulalongkorn

University. This study aims to seek the possible topics that the students should study under

two themes: Tai Phuan Ethnic Group and. \l‘\Wf} Historical Park.

Your participation is vol

you enrolled in. Your answers

1
2
3. Gender [O Male I:Iﬁ.FemaIe
4

. Study Program ﬂugj’g‘iflimﬂﬁﬂﬂ'ﬁ

O Math-Science O Math- Eng ish

sectonz ﬂ?ﬁﬂﬂ?ﬂé&l Haneay

In this section, please read each statement carefully and circle the numbers from 1-5

to indicate how much interesting each topic. Each number can be interpreted as follows:
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means the topic is the most interesting
means the topic is very interesting
means the topic is fairly interesting
means the topic is less interesting

= N W B~ O

means the topic is the least interesting

Topics Least . Most
7 interesting  interesting

1.Tai Phuan Ethnic Group 4
1.1 Historical Background of Tai Phuan 1] 2 3 4 5
1.2 Tai Phuan Skills and OCCUWS & 112345
1.3 Tai Phuan Family and Ho?ﬁi 7k _ 112 |3|4]G5
1.4 Tai Phuan Language and Li‘[/é'fﬁre _ T; ; 1123 |45
1.5 Tai Phuan Toys and Tradltloan'PIays J é 1] 2 3 4
1.6 Beliefs, Traditions and Sacred Practleeaof Tal l-'f_'l'igan 112 |3 |45
2.Phu Phrabat Historical Park — ?{‘
2.1 Sightseeing Journey in Phu Phrabat Hlstorlcal 'Pa;Era a2 3 4
2.2 Phu Phrabat Historical Pa’rk : tunnel to the past ;13 2 | 3| 4
2.3 Arts through the ages in Phu Phrabat Historical Park w1 | 2 3 4 5
2.4 Stone stories in PhuPhrabat Historieal-Park Joge2 | 3| 4|5
2.5 Fauna and Flora in ¢Rhu Phrabat Historical Park 1] 2 3 4 5
2.6 Usa — Barasy: lovedegend. in PhuRhrabat HistoricalPank 1 2 3 4 5
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Appendix |

Results of Needs Survey

Topics Scores

Tai Phuan Ethnic Group
1. Historical Background of Tai Phuan 4.32

2. Tai Phuan Family and Housing 4.12

3. Tai Phuan Language t W 3.65
4. Beliefs, Traditi red Pr@ai Phuan 3.24
' ——

5. Tai Phuan Skilisant Occipations i 2.98

6. Tai Phuan ‘ Fradlition: lays * 247

1. Phu Phrabat HisforicalPark! tunél to the past 4.54
2. Arts through thefges in PHU PHrabs orical Park  4.64

3. Stone story in Ph v‘q_o“'?jh disto J 3.75

(24

4. Usa-Baros: love "-‘—f_'t-]l_'_%’r_g'!'_,.-E-:" istorical Park  3.21

5. Sightseei -‘E:'_—_—‘_—“__"ﬁ_':,y 2.83

6. Fauna and Fm'a in Phu Phrabe orical Paﬁ 2.47

AU INENTNEINS
RINININUNINYAY
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Appendix J

Result of Content Knowledge Tests and Language Test

Students  Content Knowledge Test Difference  Language Test Difference
Pre-test Post-test Pre-test  Post-test
1 7 27 20 2 13 11
2 6 24 18 3 13 10
3 8 18 14
4 9 11 9
5 8 16 11
6 12 15 10
7 10 16 11
8 9 15 10
9 5 16 13
10 7 15 8
11 10 19 17
12 10 15 10
13 8 18 10
14 10 - 15 10
= Aubdpanifenns 1
16 6 2% 20 4 14 10
T AWIRNTANAINEAY
18 9 8 23 15 6 16 10
19 5 22 17 3 14 11
20 7 23 16 2 14 12
21 5 24 19 5) 12 13
22 8 20 12 4 15 11

23 9 26 17 6 17 11
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Students  Content Knowledge Test Difference Language Test Difference
Pre-test  Post-test Pre-test  Post-test
24 10 27 17 3 15 12
25 9 29 20 2 14 12
26 7 21 14 3 14 11
27 7 26 | 16 13
28 8 ” 12 7
29 6 18 20
30 8 18 15
31 6 16 11
32 11 12 7
33 8 16 13
34 5 12 10
35 7 16 10
36 6 14 11
37 o L 29 13 11
38 E 4l 14 10

* Augdpenipenns X

40 11
PP S SV

T ARINNNTUHITINY I/ °

42 q 7 27 20 2 14 12

43 10 29 19 4 14 10

44 9 27 18 3 19 17

45 7 26 19 4 16 12
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Appendix K
List of Local Experts Particularly in the Focus Group Interview
1. The head of Banphue Cultural Department
2. The president of Banphuepittayasan School’s committee

3. A retired teacher who use

d tp teach ‘Banphue cultures’.
4. A Thai teacher wic as been #athifig the course ‘Phuan language’

5. A Social St 5 has-beenteaching ‘Phuan cultures’

AULINENINYINS
ARIANTAUNNINGIAY
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Appendix L
List of Experts for Instrument Validation
Course materials and lesson plans
1. Mrs. Chaveewan Teepsawang

Banphuepittayasan School

3. Assistant pro
Chulalongkor

Content knowledge test v
1. Mrs. Warangkana

Udornthani Rajabhz

= :
Udornthani Rajabhat University -

3. Assistant prof Y

Chulalongkagh University U
AU INENTNEINS
PRIANTUAMINYAE
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